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ABSTRACT
A Glimpse into the Multilingual Experience: A Phenomenological Study on How
Nonnative English-Speaking Students Leverage Personal and Academic Support in
Completing the Doctoral Journey
by John Pervez
Purpose: The purpose of this phenomenological study is to use Activity Theory to
identify and describe the personal and academic supports of multilingual doctoral alumni
at a private, non-profit university in California.
Methodology: This study was a phenomenological study that identified and described
the lived experiences of 15 multilingual alumni that completed a doctorate program at a
private, non-profit university. Participants were selected using criterion sampling. Data
was collected, analyzed, and triangulated between interview data and artifacts. Data was
then coded, themed, and organized with reference to Activity Theory.
Findings: Examination of the data found that multilingual alumni from a doctoral
program experienced four personal supports, three personal barriers, three academic
supports, and two academic barriers. Activity Theory was used to codify themes into four
categories. Tools represented the most significant support that alumni leveraged. Rules
and tools presented the most significant barriers for alumni. There were also three
unexpected barriers that were identified.
Conclusions: Based on the findings of this study, 13 conclusions were identified that
offer insight into the barriers and supports those nonnative English-speaking alumni
experienced in a doctoral program at a private, non-profit university. Conclusions
demonstrate that students require increased flexibility and empathy from members of
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personal and academic support networks. Additionally, 14 implications for action were
identified.
Recommendations: 9 recommendations for further research were identified. Further
research should be conducted to expand on the findings from this study. The barriers and
supports that permeate throughout nonnative English speakers’ personal and academic
communities may also be present in the experiences of other demographics. The findings
from this study reveal the interrelated network of challenges and supports that exist for
multilingual students, so future studies are needed to further define these phenomena.
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CHAPTER I: INTRODUCTION
Published in the early 1990s, Cohen and Ignash (1992) described data that
demonstrate the gradual increase of multilingual (i.e., ML) students in higher education.
These findings indicated “trends” over the past 14 years wherein English as a Second
Language (i.e., ESL) sections accounted for 51% of all foreign language courses (Cohen
& Ignash, 1992). These sections refer to courses where multilingual learners made up the
majority of the class. Specifically, between 1986 and 1991, multilingual student
demographics made up 38.6% of the total humanities courses offered (p. 4). These data
demonstrate the influx of a multilingual presence in postsecondary education institutions,
which has consistently increased since the 20th century.
Multilingual students are the fastest growing demographic among the school-age
population, so it is understandable that there is an abundance of data exploring ML
students’ experiences between kindergarten and high school (Kanno & Cromley, 2013;
Rendon, 1992). Furthermore, the increase of multilingual presence in college settings
may have been influenced by researchers’ coverage of nonnative English speakers’
performance in K-12 education. Cenoz and Gorter’s (2011) study implies that research on
academic performance has impacted how practitioners view ML students’ “unique forms
of competence” (p. 340). Again, there is much research examining MLs’ performance in
K-12 settings, but this data may only consider, for example, grade point average (i.e.,
GPA) and standardized test scores. This means that students’ accounts of personal
support systems are, for the most part, unexplored.
In contrast to past demographic trends, increased numbers of students whose
native language is not English began enrolling in college. Cohen and Ignash (1992)
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conducted a study on immigration patterns of nonnative English speakers. They revealed
that these “new-wave” students are typically recent immigrants or permanent residents of
the United States (p. 17; Rendon, 1992). Although there are data that demonstrate an
increase in the enrollment and presence of multilingual learners, there is a “lack of
baseline information” covering multilingual students’ performance in college or
university settings (Bers, 1994, p. 210). While research is emerging on the topic of ML
students’ enrollment and performance, and while support systems for ML students do
exist, very little is known about these personal and academic support systems. More
importantly, the experiences of doctoral level ML students’ experiences are even more
limited.
There are data that support evidence of a gradual increase of multilingual
presence in higher education, but there are few studies which identify students’ academic
and personal experiences. Again, Bers (1994) reaffirms that American postsecondary
institutions have enrolled increased numbers of nonnative English speakers with limited
research on their personal and academic accomplishments (p. 211). This suggests that
researchers and practitioners may not fully comprehend the role of personal, academic,
and alternative supports in the lives of MLs in college and beyond.
In reality, researchers have spent much time and energy exploring the academic
and personal accounts of multilingual students in K-12 education with the goal of giving
these students the opportunity to succeed. Part of this success includes ensuring that
students graduate and enroll in college. However, there is “scant” research which
considers, for example, students’ lived accounts while enrolled in doctorate programs
(Crumb et al., 2020, p. 224).
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One reason for this divide (i.e., between ML research and ML reality) may be that
postsecondary institutions do not consider English as a Subsequent Language (i.e., ESL)
programs to be legitimate contributors to the academic community (Eaton, 2017). Yet,
multilingual programs are expected to generate revenue for these same higher education
institutions (p. 14). This disconnect may impact the ways ML students interpret and make
use of academic and institutional support as there is a restricted body of research which
considers personal and academic support in doctoral programs (i.e., graduation and
attrition success) (Zamel & Spack, 2004).
Crumb et al. (2020) and Lim et al. (2019) confirmed that more empirical research
needs to be done which explores doctoral students’ academic and personal support
systems. These systems heavily inform each other to make up a students’ lived
experiences (Ezeh, 2020). The lack of research in this area indicates the need for
scholarly insights which may depict how multilingual students leverage support in their
own doctoral coursework. It is therefore imperative that researchers and practitioners in
the field begin to identify and describe the support systems that have guided these
students (Mackenzie, 2020; Tweedie & Chu, 2019). If they do not, it is likely that
universities will continue to see an increase in the dropout rates of ML students in college
undergraduate and graduate programs. These numbers may also have adverse effects on
institutional financial, graduation, and attrition rates.
Background
Higher Education
In the United States, the term higher education refers to traditional schooling
beyond 12th grade (i.e., high school). Barnett (1990) affirms that this refers to education
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taking place at a two-year college or a four-year university. Moreover, discussions of
higher education may include terms such as post-secondary or tertiary education. These
institutions typically have set curricula which is further stylized for individual disciplines
wherein students must meet specific requirements.
Individuals may have a variety of personal or professional reasons which have
compelled them to continue their traditional schooling. A common belief held by college
students might be that they are going to be stimulated both intellectually and socially for,
for example, adult or work life (Emmanuel, 2016). In their contribution to the Academy
of Management Learning & Education, Coelen and Gribble (2019) explain that graduates
are seen as global professionals ready to integrate into global society.
Additionally, Brake (2020) confirmed that there is evidence to suggest that
countries with universities have higher levels of “civic engagement and social capital,
higher median incomes, and lower mid-life mortalities than counties without four-year
institutions” (p. 36). In efforts to help students reach their goals of graduating, higher
education institutions may offer a variety of academic or educational support.
Academic Support
Sometimes referred to as learning centers, academic support programs are used in
higher education to increase students’ success rates. Barnett (1990) claims that although
expectations and benchmarks may differ between schools, success in this context
typically takes the form of completed coursework, passing course grades, and a student’s
ability to graduate. Academic support is often intended for students but may readily make
use of faculty and staff resources as well as educational strategies. Caton (2019) explains
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that support may include academic advising, math and writing labs, library and
instructional technology access, supplemental instruction, and tutoring.
In addition to the variety of support services offered, Caton (2019) also explains
that academic support is intwined with forces of identity and authority in regard to
student success. In research, a richer study may explore the “soft” outcomes which
include learners’ perceptions of progress toward their learning goals (p. 81). Academic
and personal support are even be used interchangeably as students may draw from the
same support structures (Crumb et al., 2020). Individuals’ personal accounts are needed
to depict the whole picture of the student-learning experience as they relate to academic
support in higher education.
Lived Experiences of Students
The concept of identifying and describing the personal, social, and lived accounts
of students is something that researchers have shied away from in educational research.
Woodcock and Beal (2013) claim that most research focuses on intermediate and longterm academic outcomes such as GPA, standardized test scores, and number of college
credits earned. Some studies have paralleled the lived experiences of students with voice
and identity- both of which are generally considered a qualitative endeavor (Rahaman &
Sasse, 2010; Frie, 2011; Esteban-Guitart & Moll, 2014).
Likewise, Orbe (2008) contends that scholars in the field of education have
focused on the academic success of students, but there is much research to be done in
terms of exploring the complexities of student identity negotiation through lived
experience. This last description summarizes current attitudes of identity and experiential
research in relation to education. Thus, a deliberate focus on students’ lived experiences

5

is sometimes referred to as narrative pedagogy (Youngs, 2020, p. 18). However, this
pedagogical approach is applied to teaching and learning through community practice.
This is quite different from identifying and describing the lived, personal experiences of a
target group in order to highlight objective trends.
Doctoral-Level Support
Some studies have considered the educational and personal experiences of
students across all levels of education to date. However, studies examining the barriers
and supports of doctoral students appear to be more limited in scope. Studies from the
International Journal of Doctoral Studies and other dedicated journals attempted to shed
light on the lived experiences unique to students in postgraduate education (Breitenbach
et al., 2019; Sverdlik et al., 2018; Martinez et al., 2013).
Although this body of research may be narrow, studies considering doctoral-level
support intermix academic and personal support systems. For example, Crumb et al.
(2020) explain that African American women in doctoral programs made use of family
support, programmatic and institutional support, peer solidarity and cohort support, as
well as religious and spiritual support (p. 221-222). These themes shed lights on how
students were able to leverage success in their doctorate programs. Similarly, Lim et al.
(2019) conducted a study exploring support variables doctoral students used to complete
their dissertations. Authors found three “clusters” of strategies that directly promote
student autonomy (p. 204). These three areas include: 1) a focus on shared responsibility
and commitment, 2) effective communication, 3) and developing departmental and
institutional services and technologies for faculty and students. This study also showcases
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the need for doctoral students to identify and capitalize on the parity between leveraging
personal, lived experiences with academic support.
A study from 1998 considers nonnative English graduate students’ thesis and
dissertation writing process in the science field. Dong (1998) examines self-reports from
students and their advisors to make the claim that doctoral programs need adequate and
improved writing supervision and support for multilingual graduate students.
Multilingual Learners
Although there have been many terms associated with nonnative English
speakers, the term multilingual refers to students who may identify as an English
Language Learner (i.e., ELL), English as a Second Language Learner (i.e., ESL/ L2),
Limited-English Proficient (i.e., LEP), Nonnative English Speaker (i.e., NNES), or
Generation 1.5 (p. 454). In their paper, Language Disorders in Multilingual and
Multicultural Populations, Goral and Conner (2013) claim that multilinguals are
individuals who use more than one language; this includes individuals who have
advanced proficiency in one language and limited proficiency in another. Cenoz and
Gorter (2011) add that there has never been a clear path of support for these learners, so
some institutions have settled on pedagogy that refers to “imitation monolinguals” (p.
340). This term does not account for the increasing numbers of ML speakers in K-12 and
college settings.
Statistically, upwards of 4.9 million multilingual students were enrolled in
American elementary and secondary schools in 2013 (McFarland, 2016). Since then, the
number of multilingual speakers in American school systems has increased
tremendously. For example, the Open Doors (2016) report confirmed that the enrollment
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of nonnative English-speaking students continues to increase every year; this data also
demonstrates that there is a 7.1% increase in the enrollment of international students from
the previous year. The Institute of International Education (2017) clarified that
international students, many of whom are nonnative speakers of English, make up 5.2%
of all college students in the U.S. Furthermore, the U.S. Census Bureau reported that 21%
of Americans reported speaking a language other than English at home in 2015. The
American Councils for International Education (2016) claims that this figure has doubled
since 1990 and is anticipated to grow to 40% by 2030. Although these numbers do
suggest that more multilingual individuals are integrating into American societal and
educational structures, there have been barriers and challenges for this diverse group.
Specifically, Bers (1994) claims that students for whom English is not a native language
may be considered disadvantaged members of society.
Furthermore, the increased number of multilingual students in higher education is
a topic for which there may be limited data in the American school system. Researchers
contend that there may ultimately be a lack of baseline information about multilingual
students which makes tracking their progress almost impossible (Clausen, 2017; Bers,
1994; Eaton 2017; Lakin et al., 2012; Odo et al., 2012; Van der Walt, 2013; Stevens,
2002; Goldschmidt & Seifried, 2008). This gap in information also explains why
multilingual educational variables may be difficult for monolingual instructors at any
level to embrace, implement, and sustain. In effect, the lack of coverage on this topic has
made it difficult for practitioners to implement strategies of success when it comes to ML
schooling at any level.
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Multilingual Pedagogical Structures
Literature on the topic of multilingual pedagogy is abundant in the language
acquisition field. Typically, linguists theorize, test, and publish approaches on how to
best work with multilingual students. Four popular pedagogical structures related to ML
students include applications of plurilingualism, multimodality, translingualism, and the
holistic approach.
The first multilingual pedagogical structure is plurilingualism. Galante et al.
(2019) consider a plurilingual pedagogy in English for Academic Purposes (i.e., EAP) in
Canadian universities by investigating researcher-instructor collaboration. Here, the term
plurilingual is used synonymously with multilingual and refers to the educational act of
diverging from the traditional notion of language. A plurilingual mindset urges
instructors to move away from these notions and to consider nonnative English speakers’
full repertoire of linguistic skills. For example, assignments which ask students to
showcase how they might communicate at home follow plurilingual ideals. Dually, these
types of assignments also allow students to share aspects of their identities and personal
experiences. The plurilingual pedagogy asks that instructors accept the experiences (i.e.,
linguistic and cultural knowledge) of multilingual learners by acknowledging personal
accounts through a multimodal pedagogy (Galante et al., 2019; Galante, 2020).
The second multilingual pedagogical structure is multimodality. A multimodal
pedagogy showcases characteristics of a multimodal approach as ML students make use
of tools and techniques both in and out of the classroom. Researchers assert that
multimodality refers to the synthesis of more than one mode of communication involving
“linguistic, visual, spatial, aural, and gestural modes” to achieve meaning-making
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purposes (Engstrom & Tinto, 2008; Black, 2009; Cimasko & Shin, 2017; Conroy, 2010;
Dafouz & Smit, 2014; Dzekoe, 2017; Grami, 2012; Moore et al., 2016; Preece & Martin,
2010). In this case, instructors might use various modes, including technology, while
teaching nonnative English speakers. Thus, these multimodal tools often ask that students
incorporate aspects of their culture, home life, and full language repertoire into their
schooling. Ezeh (2020) claims multimodal spaces are, really, used to create opportunities
for digital translanguaging. Here, students are provided with opportunities to write and
create in any language that is rooted in their lived experiences.
The third multilingual pedagogical structure is translingualism. Applying various
communication modes, practitioners in education may rely on the translingual theory to
inform multilingual pedagogy. In brief, translingualism is the conceptualization that
multilingual learners demonstrate educational competency in more than one language
(Liyanage & Canagarajah, 2019; Zheng, 2017). Zheng (2017) affirms that that although
diversified teaching styles are beneficial to working with these learners, multilinguals’
backgrounds and identities may not be seen as assets in monolingual educational settings.
This is yet another reason why there may be limited research identifying and describing
the lived experiences of MLs in higher education.
The fourth multilingual pedagogical structure is the holistic approach.
Researchers claim that academic support for multilingual students must adopt a holistic
approach, which is inspired by translingual ideals (Cenoz & Gorter, 2011; Alsheikh,
2018; Aydin & Yildiz, 2014; Cavazos et al., 2018; Grami, 2012; Kellman, 2019; Kim,
2016; Sadovets, 2019; Gonzales, 2015). The holistic perspective encourages multilingual
learners to showcase all of the languages in their linguistic repertoire by utilizing various
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learning modes (i.e., multimodality). Thus, it is evident that using multiple modes of
teaching can be beneficial to working multilingual students as informed by translingual
and holistic theory. Hungwe (2019) adopted a holistic approach by using translingual
practices to enhance reading composition. A main takeaway from the study was that
students benefited from using non-traditional pedagogy. Here, researchers sought to
confirm if students could use personal, lived experiences from their language practices to
demonstrate comprehension of a given text. This study is one example which
demonstrates the interconnectedness of multilingual students’ academics, varied learning
approaches, and the relevance of considering lived experiences in research. It should be
noted that many of the aforementioned strategies are easily adopted in K-12 education,
but these alternatives, for whatever reason, are not as readily discussed for MLs in
undergraduates or graduates.
Personal and Academic Support
Crumb et al.’s (2020) study sought to explore the lived experiences of workingclass African American doctoral students. Although these students were not identified as
nonnative speakers of English, the study proved significant in that support systems for
doctoral students were identified and defined. This inclusion may shed light on how ML
doctoral students leverage support in their own doctoral journeys. Crumb et al. (2020)
identified four areas of personal and academic support, which include family support,
programmatic and institutional support, peer solidarity and cohort support, as well as
religious and spiritual support. These four areas encompass the intricate social contexts
that all students are inevitably a part of. Furthermore, Crumb et al. (2020) discuss
limitations of the study wherein a gap in research is highlighted. The authors assert that
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literature which explores students’ experiences in doctorate programs is “scant” and
largely conceptual (p. 224). Moving from conceptual to practical, a framework is
required to demonstrate the underlying factors that follow multilingual doctoral students
throughout their schooling. The experiences of how African American students leveraged
personal and academic support may parallel the approaches of ML students enrolled in a
doctoral program. Similar themes may emerge from the study that further Crumb et al.’s
(2020) findings.
While there are many support structures for ML students, these support systems
range dramatically. As such, the lived experiences of how ML students use these support
systems also range dramatically. Furthermore, there has been little to no published
research on such support systems. In order to understand the support structures for ML
students, researchers can deploy the use of frameworks that investigate activity systems.
Activity Theory Framework
While there are many frameworks that can be used as lenses to investigate the
lived experiences of ML students and how they navigate support systems, one framework
that is appropriate is called Activity Theory. Inspired by Vygotsky’s (1978) research
exploring the fundamentals of human consciousness, Activity Theory is a theoretical
framework that is used to examine complex social settings in efforts to divide them into
constituent parts. Here, human reasoning is seen through practical activity in a social
environment. Activity Theory is applied to social contexts by assigning roles to one of
seven interrelated points, which include subject, tool, object, rules, community, division
of labor, and outcomes. These dimensions are typically illustrated by a triangular graphic.
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Activity Theory can be applied to educational settings because it reimagines
complex, real-world situations as constituent, core features. These features are consistent
in that they can be applied to a variety of settings. Moreover, Hasan & Kazlauskas (2014)
conclude that Activity Theory provides a language, framework, and a way of making
sense of what is discovered about the social situation through a variety of methods.
Statement of the Research Problem
Although nonnative speakers of English in K-12 settings receive adequate
attention from researchers, instructors, and school administrators, there are limited
studies which detail the experiences of multilingual students in higher education. Not
only are multilingual learners the fastest growing academic group in the United States,
but there is little research which adequately defines areas of support for this group in
college. According to Bang (2009), Crumb et al., (2020), and Lim et al. (2019), very little
research has been done on the role of personal and academic support in the lives of
multilingual doctoral students. Dually, Zheng (2017) affirms that academic and personal
support pillars are often used synonymously in discussions of multilingual student
identity, voice, and experiences.
Studies that have considered multilingual students’ experiences often focus on the
academic aspects of schooling. Specifically, researchers have conducted studies which
focus on academic outcomes such as GPA, standardized test scores, and number of
college credits earned. (Woodcock & Beal, 2013). This view encourages experts to
distinguish between academic and personal support systems; however, these facets are
actually interrelated. Cenoz and Gorter (2011) demonstrate that understanding this
connection is critical to understanding the unique ways through which nonnative English

13

speakers leverage institutional support. Though academic considerations are important to
understanding how multilingual students navigate life in higher education, researchers
must also investigate students’ personal, lived accounts to piece together the whole
picture of ML student learning.
Some researchers have begun to address this gap in the literature by conducting
studies which indirectly illustrate the importance of the social and personal aspects of
student experience- this is in contrast to studies which solely measure quantitative
variables. Moreover, research on this subject is often given from instructors’
perspectives, as opposed to being student-driven (Delgado-Algarra et al., 2019; Morgan,
2004; Naban & Hidayat, 2018; Preece, 2019; Saltanat & Kellen, 2019; Stevens, 2002;
Shin & Cimasko, 2008; Shin & Sterzuk, 2019; Yoon, 2016). Using a different approach,
Lim et al. (2019) conducted a study exploring distance doctoral students’ success in
completing their dissertations. Researchers found that students’ social networks played a
critical role by encouraging students to complete the writing process. Here, social
networks consist of individuals both inside and outside the university, which includes
family, friends, and workplace colleagues. These groups provided “deep emotional,
financial, and practical support” to doctoral students (Lim et al., 2019). Again, students
confirmed that their personal and academic experiences inform each other as they are
heavily interrelated.
Another study considering social-class identity in working-class African
American female doctoral students published similar findings to the aforementioned
study. Crumb et al. (2020) sought to understand the educational experiences of ten
doctoral students by identifying trends in the data. Researchers found that students’
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doctoral persistence was impacted by three themes including the utilization of personal
and academic support systems (e.g., family support, programmatic and institutional
support, peer solidarity and cohort support, religious and spiritual support) (p. 221-222).
It is evident that limited studies have considered doctoral students’ personal experiences,
but those that have may have done so as an inadvertent finding. Furthermore,
implications from this research encourage that future empirical studies explore students’
educational experiences in doctorate programs with special attention given to individuals
of lower socioeconomic statuses (i.e., this includes multilingual students) (p. 224).
Bashara (2007) determines that researchers should consider these lived realities as this
affects the way practitioners interpret MLs’ academic success.
While much research has been done in the area of academic reports (Woodcock &
Beal, 2013; Kovalik, 2012; Florence Ma, 2019), and although research is emerging on the
experiences of postsecondary students (Bang, 2009; Crumb et al., 2020; Lim et al., 2019),
there is almost no scholarship considering the personal and academic support systems of
nonnative English-speaking students in doctoral programs (Dong, 1998). Doctoral
students already face many challenges in program completion, but this is truer for
multilingual students who may be using English as an additional language (i.e., EAL) to
meet the rigors of academic writing. It is evident that researchers have begun to address
this issue by conducting research on monolingual students’ lived accounts in doctoral
programs. Yet, the need for research in the area of identifying and describing multilingual
learners’ personal and academic support experiences in doctorate programs is urgently
needed.
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Purpose Statement
The purpose of this phenomenological study is to use Activity Theory to identify
and describe the personal and academic supports of multilingual doctoral alumni at a
private, non-profit university in California.
Research Question
What are the lived experiences of multilingual doctoral alumni in the areas of
personal and academic support at a private, non-profit university in California?
Research Sub-Questions
1. In the areas of Rules, what are the lived experiences of multilingual doctoral
alumni previously enrolled in the doctorate program of a private, non-profit
university?
2. In the areas of Community, what are the lived experiences of multilingual
doctoral alumni previously enrolled in the doctorate program of a private, nonprofit university?
3. In the areas of Division of Labor, what are the lived experiences of multilingual
doctoral alumni previously enrolled in the doctorate program of a private, nonprofit university?
4. In the areas of Tools, what are the lived experiences of multilingual doctoral
alumni previously enrolled in the doctorate program of a private, non-profit
university?
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Significance of the Problem
This study investigates the lived experiences of multilingual doctoral students in
the areas of personal and academic support. This study is significant in the following four
ways.
First, this study is significant because it builds off the work of Zamel and Spack.
In 2004, Zamel and Spack revealed that MLs, on average, experience more challenges in
college than their monolingual counterparts, these individuals have experienced upward
mobility like never before. Zamel and Spack (2004) explain that this mobility has led to a
“massive increase” of multilingual presence in the workplace (p. 1). This study
investigates the lived experiences of multilingual doctorate students. Findings from this
study will likely deepen the scope of Zamel and Spack’s work by focusing on doctoral
students in a private non-profit setting.
Next, this study is significant because it sheds light on how multilingual doctoral
students leverage personal and academic support while enrolled in graduate school.
Transitioning from the work of Kovalik (2012) who solely examines the role of
multilingualism on GPA, this study will seek to identify distinct barriers that exist for
nonnative English-speaking doctoral students. Furthermore, Kovalik’s (2012) study
exclusively details the accounts of multilinguals in undergraduate courses. Findings from
this study will plausibly broaden the scope of Kovalik’s research as it investigates the
experiences of multilingual doctoral students in the areas of both personal and academic
support.
Third, this study is significant because it expands on research done by Crumb et
al. (2020), Lim et al., (2019), and Badesheim (2013). colleagues. Crumb et al., (2020)
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explored the lived experiences of working-class African American females in doctoral
programs. From their research, they concluded that personal and academic support
systems include family support, programmatic and institutional support, peer solidarity
and cohort support, as well as religious and spiritual support. Dually, Lim et al. (2019)
worked with distance doctoral students but only focused on their journey to complete
their dissertations. Both of these studies highlighted the importance of identifying
personal and academic support for monolingual English-speaking doctoral students at a
public university. Although similar variables may emerge in this study, it will broaden
work done in these studies by expanding the range of participants included a doctoral
study considering support. This study was conducted at a private, non-profit university
and will identify responses from multilingual alumni who successfully graduate from a
doctorate program by completing both coursework and the dissertation.
Lastly, this study is significant because it expands on a 2013 study by Badesheim
(2013). That study considered social and academic engagement of multilingual students
in an undergraduate program at a public university. Different support tools were offered
as a means to guide nonnative English-speaking students, and the implications suggested
that students take a more active role in school socials through increased offerings. This
study will build from Badesheim’s (2013) work by applying a similar focus to personal
and academic support considerations of a doctorate program at a private, non-profit
university.
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Definitions
This section provides definitions of the relevant terms in this study.
Multilingual. Multilingualism refers to an individual’s use of more than one
language, or competence in more than one language (Clyne, 2017). For this study, the
term Multilingual is used as a general designation to identify native, or nonnative born
individuals who are nonnative English speakers and who may identify as Bilingual,
English as a Second Language (i.e., ESL), English Language Learner (i.e., ELL), or
Generation 1.5 and growing up in a linguistic enclave.
EdD. This is an abbreviation for the Doctor of Education degree. Often, this
professional doctorate is designed for practitioners in educational leadership roles.
Doctoral Alumni. An alumnus, alumna, or alumni refers to a graduate of a college
or university. In this study, Doctoral Alumni refers to students who graduated from a
Doctor of Education program and currently use the title of Doctor in their formal title.
Private, Non-Profit University. For this study, Private, Non-Profit Universities are
defined as institutions that grant four-year undergraduate and graduate degrees that carry
the designation of Private and Non-Profit and are not part of the state college or
university system.
Higher Education. Higher education refers to education beyond high school and is
often referred to as post-secondary or tertiary education.
Personal Support. For this study, Personal Support refers to any personal systems
or structures that were used to aid in the successful completion of coursework or the
dissertation. This support might have been displayed through a sense of shared
responsibility or increased communication between EdD alumni and others. Examples of

19

Personal Support include family support, peer solidarity and cohort support, religious and
spiritual support, as well as the use of an editor (Crumb et al., 2020).
Academic Support. For this study, Academic Support refers to any academic
systems or structures that were used to aid in the successful completion of coursework or
the dissertation. This support might have been displayed through a sense of shared
responsibility or increased communication between EdD alumni and others. Examples of
Academic Support include programmatic and institutional support, the use of and Online
Writing and Math Center (i.e., tutoring), as well as the use of the Career Center and
similar departments.
Activity Theory (AT). Activity Theory (Vygotsky, 1978) is a theoretical approach
which can be used to analyze and define constituent variables that make up a larger
activity system. The variables can be thought of as rules, community, division of labor,
and tools (i.e., instruments).
Rules. The implicit or explicit expectations and norms that are required to follow
in social and school environments. These rules can include policies or expectations you
experienced. For example, a 30-minute tutoring session can be thought of as a rule. A
rule can also include constraints, barriers, or support given by family members. For this
study, rules would have provided barriers or support in the completion of coursework or
the dissertation.
Community. The specific social structures which individuals are a part of and
function within. For example, a strong group of friends can be thought of as a
community. A community can also include support given by church or family members,
or even cohort peers. For this study, a community would have provided barriers or
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support by taking ownership or responsibility for ensuring the completion of coursework
or the dissertation.
Division of Labor. The hierarchical group of individuals within the social or
education organizations that are responsible for executing different tasks. Unlike
community, which is more specific, the division of labor would include larger groups.
For example, a church congregation, tutoring center, and dissertation writing club. In this
setting, please understand that each of these groups provided barriers or in the completion
of coursework or the dissertation.
Tools. Also known as artifacts or instruments, tools are anything internal or
external used by you to assist in successfully completing coursework or the dissertation.
These can also be thought of as proof of your personal or academic support. For example,
personal support might include a text message of guidance from someone who completed
the program in the past. An email from a writing tutor might showcase how academic
support impacted one’s ability to complete coursework and the dissertation.
Delimitations
Researchers defined delimitations as the controlled aspects of a study, which
provide the boundaries for the study to a specific group (Creswell, 2013; Patton, 2015;
Simon & Goes, 2013). Roberts (2010) added that these are the factors that are created by
the researcher that confine the study. This study was delimited to multilingual doctoral
alumni who graduated from private, non-profit universities that are not faith based in
California.
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CHAPTER II: LITERATURE REVIEW
Overview
This phenomenological study investigated the personal and academic support
multilingual doctoral students leveraged to complete both coursework and the dissertation
while enrolled in a private, non-profit university. Chapter I of this study provided an
overview of the historical factors that are relevant to understanding how support is
provided to nonnative English-speaking students the American school system. Support
variables were defined as they relate to academic, personal, and doctoral-level support.
Furthermore, Chapter I provided a base understanding of different pedagogical theories
and definitions which serve as the backdrop of how practitioners in the field understand
and approach multilingual support. Chapter I concluded with a brief overview of Activity
Theory (i.e., AT), which is a framework that can be used to clarify interrelated
relationships of complex activities.
This chapter examined research and literature focused on the topic of identifying
potency of support provided to nonnative English-speaking students both in the
kindergarten through high school levels and in higher education. The chapter opens by
surveying landmark multilingual pedagogical approaches in terms of their application in
classrooms. Next, a historical overview of the American school system is provided in
addition to a cursory report of native-born and nonnative-born immigration patterns. The
final sections of this chapter focused on identifying support structures for multilingual
students in higher education. Both personal and academic support variables were defined
using literature from the field of education. The themes within this literature review are
illustrated utilizing a synthesis matrix (see Appendix A). Lastly, the chapter ended with a
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discussion of AT, which was used to explore the ways multilingual students understood
and made use of the various support structures available to them throughout coursework
and the dissertation process.
Nonnative English Speakers
Götz (2013) stated that native speakers of a language have the ability to speak
“smoothly, appropriately, and correctly with ease and effortlessness” (p. 1). If a native
speaker is someone that acquired a language in childhood and continues to use it, then a
nonnative speaker is someone who uses a language that they may not have been exposed
to in childhood (Lee, 2005). Thus, a nonnative speaker is an individual whose use of
language does not match the aforementioned descriptors. Regardless of language ability,
learners of English can be easily perceived as not being native, especially by native
speakers of English (Götz, 2013). There are, however, varying degrees of nonnative
perception which are demonstrated by Kachru’s (1985) concept of World Englishes and
the inner, outer, and expanding circles (see Figure 1). Briefly, these concentric circles
demonstrate historical patterns of colonization and adoption where English may have
been introduced.
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Figure 1. World Englishes concentric circle model. Adapted from “World Englishes,
English as an International Language and Applied Linguistics,” by Ferit Kilickaya, 2009,
English Language Teaching, 38. Copyright 2009 by the author.

The circles represent the "types of spread, the patterns of acquisition, and the functional
domains in which English is used across cultures and languages” (Bolton & Kachru,
2006). The inner circle refers to countries where English is used as a primary language
and includes countries like the United States, the United Kingdom, Canada, and
Australia. The outer circle showcases countries like Malaysia, Singapore, Pakistan, and
India. Lastly, the expanding circle includes countries like Korea, China, Japan, and Brazil
(Kilickaya, 2009). The combination of Kachru’s circles demonstrates the variety and
diversity of speakers who may be using English as a nonnative, subsequential, or
additional language.
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Multilingual Students
Authors agreed that the term multilingual may be used to refer to nonnative
speakers who leverage multiple languages for meaning-making purposes (Valdés, 2021;
Shuck, 2006). Although this term may be used in varying capacities in higher education
(e.g., multilingual composition course), students associated with multilingual are
expected to display some level of multilingualism (Shuck, 2006). Multilingual or
polylingual pedagogies and teaching methods are used to support multilingual students.
This approach is in contrast to monolingual teaching methods which complement the
learning needs of students who speak one language. Penrose (2007) stated that
multilingual, or nonnative students of English, are a “major component” of today’s
diverse student population (p. 47). The needs of undergraduate and graduate multilingual
students are vastly different in terms of levels of maturity, academic interest, and
appreciation of course content. Often, instructors will need to meet the challenges of this
group of students by simultaneously providing support to native English speakers and
monolingual students (Penrose, 2007). As a solution to this challenge researchers
suggested that higher education practitioners adopt multilingual-specific support methods
(Bae & Oh, 2013; Seloni, 2012). Framed by second language acquisition theories, authors
explained that these tools must allow nonnative English speakers to leverage their first
languages, home cultures, and personal experiences in the classroom and in professional,
formal settings (Penrose, 2007; Engstrom & Tinto, 2019; Liyanage & Canagarajah, 2019;
Cenoz and Gorter). Multilingual and nonnative English-speaking students are a mainstay
in American colleges and universities, so providing authentic support tools is pivotal to
ensuring their success in higher education.
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Multilingual Support Variables
The increased number of multilingual students in American colleges and
universities is a topic for which there is limited data (Clausen, 2017). Although there
have been many terms associated with nonnative English speakers, this study will use the
term multilingual (i.e., ML) to refer to students who may identify as an English Language
Learner (i.e., ELL), English as a Second Language Learner (i.e., ESL/ L2), LimitedEnglish Proficient (i.e., LEP), or Generation 1.5 (p. 454). Cenoz and Gorter (2011)
claimed that there has never been a clear path of support for these learners, so many
institutions have settled on pedagogy that refers to “imitation monolinguals” (p. 340).
This attitude demonstrates why nonnative English-speaking students may not be
receiving equitable support in higher education. Moreover, there is a considerable amount
of time and energy that is dedicated to leveraging language for academic purposes in
higher education. Braine (2002) stated that for nonnative English-speaking graduate
students, this conversation involves considerations of academic literacy wherein students
are expected to adapt the linguistic and social milieu of their host environments. This
complex process requires students to foster relationships with teachers and peers in
addition to developing strong research strategies alongside effective writing skills. The
ability to write at the doctoral level for academic purposes is an impressive feat for any
student; however, this process may be even more intricate for ML students. Also, the
recent influx of ML students in higher education has allowed students with, for example,
weaker writing abilities to enroll in college courses (Bacha, 2010). These students are put
in a position where they may meet the rigors of higher education if they are able to
successful access personal and academic support.

26

However, other English-speaking countries have begun to address these
discrepancies by developing pedagogical frameworks which seek to capitalize on
multilingual habits. Galante et al. (2019) considered a plurilingual pedagogy in English
for Academic Purposes (i.e., EAP) courses in Canadian universities by investigating
researcher-instructor collaboration. Here, the term plurilingual is used synonymously
with multilingual and refers to the educational act of diverging from the traditional notion
of language. Conventionally, language was standardized with the purpose of “generating
new meaning” (p. 123). A plurilingual mindset urges instructors to move away from
these notions and to consider nonnative English speakers’ full repertoire of linguistic
skills. For example, assignments which ask students to showcase how they might
communicate at home follow plurilingual ideals.
Moreover, Galante et al. (2019) assert that pedagogy in higher education
institutions remains largely monolingual. This, in turn, reflects a neglect of opportunity
when it comes to considerations of students’ personal and lived accounts. The
plurilingual pedagogy asks that instructors accept the experiences (i.e., linguistic and
cultural knowledge) of multilingual learners by acknowledging personal accounts.
Multimodality
Moreover, a plural-/ multimodal pedagogy showcases characteristics of a
multimodal approach (discussed below). Multimodality refers to the synthesis of more
than one mode of communication involving “linguistic, visual, spatial, aural, and gestural
modes” to achieve meaning-making purposes (Engstrom & Tinto, 2019, p. 21). In this
case, instructors might use various modes, including the use of technology, while
teaching nonnative English speakers. Leeuwen (2011) added that multimodality
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integrates different communicative resources (e.g., language, image, sound, music) to
bolster multimodal texts and communicative events. Hull and Nelson (2005) diversified
conversations of multimodality as a tool for communication in their work application of
digital multimodal texts to real-world contexts.
Translingualism
Applying various communication modes, practitioners in education may rely on
the translingual theory to inform pedagogy. In brief, translingualism is the
conceptualization that multilingual learners demonstrate educational competency in more
than one language (Liyanage & Canagarajah, 2019; Zheng, 2017). It should be noted that
although diversified teaching styles are beneficial to working with these learners,
multilinguals’ backgrounds and identities may not be seen as assets in the educational
sphere (Zheng, 2017). Authors agreed that a translingual understanding recognizes that
language is not a monolingual endeavor and that it is situational, political, and
multifaceted (Gilyard, 2016; Gonzales, 2015). There are parallels between multimodal
and translingual ideals which practitioners can use to inform pedagogy.
Holistic Approach
Lastly, Cenoz and Gorter (2011) claim that linguistic support for multilingual
students must adopt a holistic approach (discussed below) (p. 339). Inspired by
translingual ideals, the holistic perspective encourages multilingual learners to showcase
all of the languages in their linguistic repertoire by utilizing various learning modes (i.e.,
multimodality). Thus, it is evident that using multiple modes of teaching can be
beneficial to working multilingual students as informed by translingual and holistic
theory. Blanton (1992) added that a holistic approach to multilingual teaching should be
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text-based and student-centered and break away from previous curricular models such as
the skills model.
Second Language Acquisition Landmark Concepts
An introduction to theoretical and pedagogical frameworks alone is insufficient to
understand the complexity of creating academic support for multilingual students in
higher education. Current evidence suggests that postsecondary institutions have
struggled to restructure existing programs to better support and serve this diverse group
of students (Engstrom & Tinto, 2019). A main reason for this challenge may be the
practitioners in higher education may not fully grasp the bigger picture of how nonnative
English speakers interpret their role in the American school system. In order to accept
how to incorporate multilingual, nonstandard pedagogy, practitioners must begin to
appreciate the international, global, and cross-sectional powers at play. Conversations of
multilingual spaces and resources often involve discourse of internationalization and
globalization, which are directly linked to an interchange of ideas, beliefs, and cultures
(Mitchell & Nielsen, 2012).
Internationalization
Although researchers have begun to address perception and performance of
multilingual students in higher education, there are limited studies which consider this
research in American schools. However, researchers in Belgium have produced a study
which examined multilingual nursing students’ interests and expectations (Garone et al.,
2020). From their mixed-methods study, researchers showcased a focus on
internationalization and globalization, which have become pertinent in contemporary
conversations of multilingualism. Fletcher (2001) added that the holistic approach has a
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demonstrated connection to understanding internationalization. Internationalization in
this context refers to incorporating international or intercultural dimensions into
postsecondary education (Garone et al., 2020; Mitchell & Nielsen, 2012). Hence, modern
day colleges and universities have begun to address what has been described as the
disconnect between multilingual enrollment and support.
Globalization
Often used interchangeably with internationalization, globalization is another
concept that is relevant to the discussion of multilingualism in postsecondary institutions.
Researchers agreed that globalization (i.e., also globalism) has contributed to the increase
of hybrid identities through cultural plurality (Delgado-Algarra et al., 2019; Alsheikh,
2018; Mitchell & Nielsen, 2012). The act of globalization in education refers to an
interconnectedness of compatibilities of social environments. However, Delgado-Algarra
et al. (2019) add that this merging of cultures, ethnicities, and languages may lead to
“cultural wars and identity conflicts” (p. 166). This tension may explain the lack of
research in this area, but Alsheikh (2018) contests that these phenomena are critical to
understanding multilinguals on a personal level. This comprehension is crucial to
understanding how students self-reflect in addition to how they consider their language
and their use of reading, [writing], and learning (p. 150). Moreover, Black (2009)
explains that these hybrid spaces are ways through which multilingual learners can, for
example, use technology to leverage their personal identities through experience.
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Discourse Patterns
Another landmark concept that is often included in discussions of second
language acquisition and nonnative English language teaching involves the work of
Robert Kaplan. Kaplan’s (1966) work on the discourse patterns of different cultures
demonstrates the rhetorical intricacies of logically arranging ideas (see Figure 2).

Figure 2. Kaplan’s (1966) diagram of five cultural discourse (rhetorical) patterns.
Adapted from “Multi-, Inter-, and Transdisciplinary Affordances in Foreign Language
Education: From Singularity to Multiplicity,” by Seppo Tella, 2005, Multicultural
Communities, Multilingual Practice, 285. Copyright 2005 by the author.

Considerations of different cultures’ discourse patterns are an essential part of language
teaching that have shaped the way practitioners have understood ML language.
Five Hypotheses of SLA
Stephen Krashen’s (1982) past work on the five hypotheses of second language
acquisition have set the stage for the current understanding of language teaching.
Krashen’s widely known five hypotheses include the acquisition-learning distinction, the
natural order hypothesis, the monitor hypothesis, the input hypothesis, and the affective
filter hypothesis. These considerations have impacted how practitioners interpret and
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provide support to nonnative English speakers. Briefly, Krashen (1982) claimed that
highly motivated learners with self-confidence and low anxiety are better equipped for
success in trying to learn another language. These reflections gave practitioners the
framework needed to employ multimodal, holistic, and translingual alternatives in the
language classroom.
Multimodal approach. This approach has been beneficial to nonnative English
learners because coursework expectations have begun to shift from the hegemonic,
traditional monomodal pedagogy whereby “language-as-problem” dominated the
discourse (Preece, 2019). This approach is directly tied to conversations of
multimodality.
In this light, academic support for multilingual learners may take different forms
of educational strategies including tutoring and supplemental coursework (Kim, 2016;
Sadovets; 2019; Kanno & Cromley, 2013). These features may also be referred to as
learning strategies which include after-school programs and community efforts.
Goldschmidt and Seifried (2019) contend that multilingual students are currently enrolled
in every institution of higher learning in America; thus, educators and researchers need to
do better at recognizing and supporting these diverse needs (p. 32).
Still, researchers concede that an important aspect of academic support involves
providing linguistic, or language, assistance for multilingual learners. This group of
students, in brief, possess rhetorical and cultural perspectives that can bolster the quality
of education both in and throughout classrooms in higher education (Cavazos et al., 2018;
Yoon, 2016).
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Holistic perspective. This approach is in direct opposition to what Cenoz and
Gorter (2011) consider a “monolingual bias,” wherein L2 (i.e., second language) learners
attempt native-like command of the English language (p. 340). This mindset may lead to
feelings of incompleteness, failure, and may ultimately make these learners feel as if they
should be viewed as duplicate monolinguals. This approach is directly tied to
conversations of the holistic approach.
Technology. In terms of linguistic support, researchers agree that reading and
writing can be enhanced through the integration of electronic, multimedia, and internetbased tools (Dzekoe, 2017; Gonzales, 2015; Grami, 2012; Nabhan & Hidayat, 2018;
Moore et al., 2016). For example, Yoon (2016) specified that the use of concordancers
had beneficial results when paired with other linguistic resources. Also, Conroy (2010)
claimed that the use of internet-based corpus techniques has been efficient in supporting
both the academic and linguistic needs of these students.
Common among these studies is the absence of personal accounts from
multilingual learners themselves. For instance, researchers claim that their work on
language learning and technology with students could have been more developed if they
had access to the written and oral accounts from their participants (Aydin and Yildiz,
2014; Cimasko & Shin, 2017). These lived accounts may shed light on processes of
collaboration and negotiations of meaning. Furthermore, one reason why there has been a
lack of research in this field is because language instruction has focused on learners’ oral
proficiency goals. This realization reinforces Cenoz and Gorter’s (2011) notion of the
imitation monolingual concept. Thus, there may be a lack of interest in exploring
multilingual students’ personal accounts (Bernhardt et al., 2015). As mentioned
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previously, nonnative English-speaking students’ personal accounts and experiences can
be used to inform coursework and other academic tasks.
Multilingual Students in K-12 Education
The presence of multilingual, or English Language Learners (i.e., ELL), in the
United States has largely been influenced by immigration patterns of the past. The
Mississippi Department of Education (i.e., MDE) reported that multilingual learners were
the fastest growing population of students in American public schools. Additionally, the
National Education Association (i.e., NEA) claimed that the ELL population doubled in
23 states between 1995 and 2005. The National Center for Education Statistics (i.e.,
NCES) (2013) explained that the percentage of multilingual students in K-12 public
schools in the U.S. was 10% higher in 2010-2011 than in 2002-2003. Not only do these
statistics reflect the reoccurring pattern of ELL presence in other states, but it also
suggests that multilingual students may not only be immigrating from international
countries. Specifically, three-fourths of elementary-aged multilingual students in U.S.
were native-born citizens, while 56% of multilingual students in high school were nativeborn citizens (WisKids Count, 2011; Nelson, 2018). This reinforces the notion that
nonnative English-speaking students may have grown up in linguistic enclaves in the
United States.
In addition to native-born multilingual students in K-12 education, the foreignborn multilingual population has tripled in the past 30 years with more than 14 million
immigrants moving to the U.S. during the 1990s, and another 14 million arriving
sometime between 2000 and 2010 (MDE, 2011). The influx combination of both native
and foreign-born students caused a surge in the multilingual population in K-12
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education. Chao et al. (2013) claimed that the ELL population increased in public schools
from 4,118,918 to 4,693,818 students in K-12 in 2011. Naturally, these learners brought
with them a diverse range of educational and linguistic needs, which K-12 soon began to
explore. Samson and Collins (2012) stated that with these unique needs, there was no
singular solution, program, or tool that would mee the varied educational and social
needs of these learners.
Multilingual Support in K-12
Authors and practitioners agree that multilingual students enrolled in American
kindergarten through high school programs require specific educational tools to support
them throughout their classes (Allington, 2012; Gomez, 2012; Anderson, 2009). There is
a plethora of personal and academic support structures put in place for multilingual
students in K-12 education. One reason for this abundance of support is because
nonnative English-speaking students are enrolled in classes alongside native Englishspeaking peers. Li (2013) stated that this arrangement encourages instructors to create
support for multilingual students in an equitable, mirrored approach as provided to native
English-speaking students.
Although multilingual support may be more readily integrated into some K-12
classes, this may not be the case for all schools. Authors maintain that there is a need to
build guided nonnative-English speaking support for students in both urban and rural
areas (Keiffer & Lesaux, 2010; Ramirez & Jimenez, 2014). The difference of integration
of support and ability to teach may come from the teacher’s willingness to attempt new
classroom pedagogy. Teachers need to be trained in research-based instructional support
methods which allow students to leverage their personal backgrounds for success in class
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(Coady et al., 2013; Tran, 2015; Williams, 2011). Some of the resources and tools
available to teachers follow the aforementioned multimodal, translingual, and holistic
approaches which all recognize that the student’s background and culture is critical to
demonstrating competency in another language. From these descriptions, one can see that
there has been much time and energy put toward investigating the role of personal and
academic support in the realm of K-12 education for nonnative English-speaking
students. The role of immigration patterns in conjunction with statistics of native-born
ELL students demonstrates that researchers and practitioners have begun to address
support not out of happenstance but out of necessity.
In their work with bilingual students, Maldonado et al. (2019) summarized that
through research-based evidence, schools can begin to address support for multilingual
students through a variety of approaches. Some of these K-12 approaches involve
identifying students’ purposes for learning, providing safe spaces for collaboration,
including multilingual leaders in senior leadership roles, garnering support from all
districts, and ensuring that all leaders have baseline knowledge of current situations.
Multilingual Students in Higher Education
Published in the early 1990s, Cohen and Ignash (1992) describe data that
demonstrate the gradual increase of multilingual students in higher education. These
findings indicated “trends” over the past 14 years wherein English as a Second Language
(i.e., ESL) sections accounted for 51% of all foreign language courses. These sections
refer to courses where multilingual learners make up the majority of the class.
Specifically, between 1986 and 1991, multilingual student demographics made up 38.6%
of the total humanities courses offered (p. 4). These data demonstrate the influx of a
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multilingual presence in postsecondary education, which has only increased since the 20th
century.
The past three decades depict a time in which increasing numbers of students
whose native language is not English began enrolling in college. Citing Cohen and
Ignash’s (1992) study, researchers explain that these “new-wave” students are typically
recent immigrants or permanent residents of the United States (Rendon, 1992). Although
there are data that demonstrate an increase in the enrollment and presence of multilingual
students, there is a “lack of baseline information” about multilingual students’
performance in college (Bers, 1994, p. 210). The dilemma here is that colleges are
expected to revisit, and possibly reform, existing policies to accommodate the
nontraditional experiences and attitudinal expectations of ESL students. Again, Bers
(1994) reaffirms that American postsecondary institutions have enrolled increased
numbers of nonnative English speakers with no research on their personal or academic
accomplishments (p. 211).
One reason for this disconnect may be that postsecondary administrators do not
consider ESL programs to be legitimate contributors to the academic community as they
may be viewed as remedial in design (Eaton, 2017). Yet, multilingual programs are
obliged to generate revenue for these same higher education institutions (p. 14). There are
a series of interrelated variables which revolve around the influx of multilingual students
in English-speaking institutions- these include a lack of research interest and issues with
adopting an appropriate educational curriculum. Lastly, authors agreed that universities
that admit nonnative English-speaking students need to be accountable for providing
effective support for those students (Andrade, 2009; Peters & Anderson, 2021). This
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ensures that ELL students can be successful after they have gained entry to an American
college or university.
Multilingual Support in Higher Education
The increase in multilingual students’ presence in higher education has caused
administrators and practitioners to rethink the way they provide support to this diverse
group of learners. In a study related to undergraduate multilingual students’ experiences,
Kamara (2004) determined that students faced academic-related problems due to “nonexistent or minimal support services” while be required to meet institutional standards (p.
1). These standards required this group of students to speak and write in English with
scant support.
In what they describe as “navigating campus bureaucracy,” Peters and Yu (2019)
claimed that multilingual students admitted to having difficulty when trying to access
support at the undergraduate level because of a variety of reasons. For example, students
had issue in trying to navigate administrative policies, advising systems, classroom
expectations, and finding a supportive network in addition to identifying and using the
correct resources for support (p. 5). Authors conferred that these instances point to a twopronged issue wherein nonnative English-speaking students are not able to access support
in higher education (Kamara, 2004; Peters & Yu, 2019). Also, students are not being
offered support that acknowledges or meets their academic, educational, and scholastic
needs.
Although there are few support services for undergraduate students, there may be
fewer resources available to graduate students. Peters and Anderson (2021) conducted a
study surveying practitioners’ experiences in working with multilingual students in
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higher education. Researchers found that there was a disconnect between the ways
instructors considered support resources and what was genuinely accessible by
multilingual students. Some of the faculty and staff from this study reported that their
work with nonnative English-speaking undergraduate and graduate students resulted in
the need for a better variety of student support (e.g., intensive English language courses,
workshops, writing courses, one-on-one tutoring) (p. 115). Another interesting finding
that came out of this study was that staff and faculty were unsure of how to normalize
finding support for nonnative English-speaking undergraduate and graduate students.
Support Structures for Multilingual Students in Higher Education
Although some researchers have explored a need to integrate nonnative pedagogy in
higher education, even fewer studies consider multilingual performance and perspective
(Odo et al., 2019; Cimasko & Shin, 2008). Beyond the undergraduate level, there is
limited research exploring how graduate students leverage, for example, personal
experiences in predominately English-speaking universities. With the exception of a
handful of studies, a focus on multilingual students’ experiences in master’s and doctorallevel programs is unavailable (Yoon, 2016; Preece, 2019). Two reasons for this
disconnect may be that practitioners in higher education may not be comfortable using
multilingual-specific pedagogical approaches in their classrooms or they may believe that
it is not their job to provide what has been referred to as remedial support (Raufman et
al., 2019).
Educators have begun to address this problem from a pedagogical perspective by
implementing holistic and multimodal approaches in K-12 classrooms. More often than
not, these studies may forgo perspectives from students themselves and instead work
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from the considerations of language instructors (Morgan, 2004; Garone et al., 2019;
Galante et al., 2019, Delgado-Algarra, 2019; Saltanat & Kellen, 2019; Shin & Sterzuk,
2019; Nabhan & Hidayat, 2018). Nevertheless, these few studies have only considered
primary and secondary schooling.
Additionally, ESL students in higher education pursuing advanced, graduate
degrees (e.g., master’s or doctoral degree) have received little coverage from researchers.
This overlooked information may disregard advantageous findings for these learners.
These findings may imply that understanding multilingual students on a personal level is
critical to comprehending how they view themselves (i.e., identity), their language, as
well as their academic and linguistic achievement (Bers, 1994; Van der Walt, 2013;
Alsheikh, 2018). These considerations make for a richer classroom experience for both
the student and the instructor.
Authors agreed that perspectives that nonnative English speakers bring with them
to the classroom, despite their degree level, are crucial to bettering individualized writing
support (Garone et al., 2019; Preece, 2019; Yanaprasart & Melo-Pfeifer, 2019; Preece &
Martin, 2010). Kiernan (2011) conducted a study in Canada which acknowledged that
multilingual students in postsecondary education are “confined to English” (p. 31). Here,
students’ home languages and cultures are disregarded although they may lend
themselves to multimodal and holistic considerations. Still, shifting attitudes of how
language is regarded in higher education may allow for the seamless integration of
multimodal and holistic ideals (Kiernan, 2011). Drawing attention to this issue, Lakin et
al. (2012) explain that it is important to study how students’ language backgrounds
interact with college performance (i.e., academic and linguistic considerations). The
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dilemma here is that some language instructors are unqualified and therefore unwilling to
delve into, what can be, a complex process of supporting multilingual students.
Additionally, Stevens (2002) affirmed that these “phony [supports] are worse than a
temporary sham” (p. 10). This implies that practitioners in higher education, in order to
meet the needs of nonnative English-speaking students, must traverse pedagogical
alternatives to bolster personal and academic support systems.
Personal Support
Authors defined personal support in the same context given to personal
obligations for students in higher education. Lim et al. (2019) conducted a study with
distance doctoral students and determined that a social network was crucial to students’
success. This network included family and work relationships who provided emotional,
financial, and practical support (Lim et al., 2019; Van Rhijn et al., 2018; Williams et al.,
2019). Dually, jobs, children, and spouses may all provide some type of personal support
as individuals in these groups subsume ownership of coursework and the dissertation
(Johnson-Bailey, 1999; Morris, 2008). This ownership implies that supporters take time
to provide opportunities to celebrate small wins in addition to practicing active listening
and so forth. In their study examining support for female African American doctoral
students, Crumb et al. (2020) clarified that personal support structures included family
support, peer solidarity and cohort support in addition to religious and spiritual support.
One main conclusion that came out of this study was that program administrators,
educators, and researchers should focus on how personal factors (e.g., ability to resist
marginalization, motivation, self-efficacy, coping skills) may contribute to how doctoral
students navigate their education and doctoral persistence.
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Academic Support
Crumb et al. (2020) defined academic support as being offered by practitioners,
instructors, and administrators to students while they are enrolled in a doctoral program.
These instances of programmatic and institutional support contributed to students’ sense
of well-being, academic needs, research interests, and professional development (p. 221).
Caton (2019) added that academic support programs deal with student success, retention,
and engagement in efforts to bolster “high-impact” practices and active learning among
students (p. 66). A main finding that came out of Crumb et al.’s (2020) study was that
program administrators, educators, and researchers should attend to institutional and
academic factors which have direct effects on students’ doctoral education and their
levels of persistence. Researchers concluded that social network initiatives sponsored by
universities may also be considered academic support as these networks contribute to
technical skill and intellectual development (Lim et al., 2019; Denman et al., 2018;
Kumar et al., 2011). Examples of academic support programs, which may be considered
social network opportunities, include academic advising, applied math or writing labs,
library instructional technologies, media studios, supplemental instruction, and tutoring
(Caton, 2019).
Notably, the aforementioned interest areas (e.g., student success, retention,
engagement) also introduce tensions that may arise between students and expectations of
support in higher education. Academic barriers to support look different to various
groups of students. For example, Couzens et al. (2015) claimed that students with hidden
disabilities found institutional support to be ineffective compared to the caring, flexible
guidance provided by informal networks (i.e., personal support). Students may also
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experience tension with university support insofar as financial aid is concerned. These
barriers may also coincide with issues of academic remediation (Sayer et al., 2002). For
nonnative English-speaking students, barriers to support may appear as singular hurdles
or as a complex, interconnected network of obstacles. In addition to preconceived
language barriers, Alfattal (2016) detailed four barrier domains that contribute to
international and multilingual students’ feelings of isolation and loneliness in tertiary
schooling (see Figure 3).

Figure 3. The four domains of international students’ perceptions of barriers to support.
Adapted from “A New Conceptual Model for Understanding International Students’
College Needs,” by Eyad Alfattal, 2016, Journal of International Students. Copyright
2016 by the author.
This figure displays areas where nonnative English speaking-students may experience
challenges related to institutional support. The intersectional domains suggest that
students’ experiences with barriers and support feed into one another; however, this
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system may be more accurately depicted as an intricate network of activities. There is a
need to understand these systems of support and how they are related.
Activity Theory Framework
Activity Theory is a framework that can be used to untangle relationships as a
means to understand complex, interrelated activities. AT is appropriate for this study
because composite influencers and activities can be identified in terms of their role in
understanding how students use personal and academic supports. In this context,
multilingual doctoral students’ lived experiences with leveraging social and institutional
support systems will be examined by unraveling the role that each factor played in this
relationship. Put into practice, for example, an AT approach to this study might suggest
how deeply and how often students used familial support to complete coursework and the
dissertation.
One can apply AT to the scope of this phenomenological study to gain insight as
to how multilingual doctoral students understand the role of language and linguistic
support in their own lives. For example, a student who finds doctoral coursework
challenging may have a different, possibly less developed, interpretation of their AT
network when compared to someone who used a variety of support resources in and out
of school.
This framework is objective by design in that participants are not being swayed
toward an intentional end. Instead, the researcher hopes to determine trends from
participants’ responses to interviews and questionaries. The AT model will be used to
shed light on the social contexts and lived experiences of doctoral students as they
attempt to leverage linguistic support for their coursework and dissertation.
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Historical Overview
Activity Theory was popularized in the 1920s by German philosopher, Lev
Vygotsky, and his student, Alexei Leontyev. The focus of AT was to identify the
relationships between an individual and their mind, actions, and social environments
(Gold, 2021; Yang, 2015). Vygotsky determined that humans, referred to as subjects,
acted with forethought and purpose using tools to achieve an outcome, or object. Hasan
and Kazlauskas (2014) clarified that AT can be used to describe “who is doing what,
why, and how” (p. 9).
As it took on different versions, Yrjö Engeström (1987) used AT to explain the
collective activity system. This system posited that the subject, object, tools, rules,
division of labor, and community (see Figure 4) may produce results that are not always
predictable, anticipated, or desired (Hasan & Kazlauskas, 2014).

Figure 4. The Engeström (1987) representation of a collective activity system. Adapted
from “Activity Theory: Who is Doing What, Why, and How,” by Helen Hasan and
Alanah Kazlauskas, 2014, Faculty of Business Papers (Archive), 403. Copyright 2014 by
the author.
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Hasan and Kazlauskas (2014) also noted that although Engström’s triangle does not
showcase the richness of Vygotsky’s version, it does offer practitioners and researchers
an overview of a real-world situation. The goal of Engström’s triangle is not to burden
researchers with theory, but to show how AT can be comprehensive and clear in its
approach to understanding complex activities.
AT in Second Language Acquisition
There are inherent parallels between the second language (i.e., L2) motivational
self-system and AT. These similarities are so apparent that authors agreed that they both
offer similarities which capitalize on multilingual learners’ creative potential to identify
the cognitive gap between current and desirable L2 proficiencies (Dörnyei, 2005, 2009;
Engeström, 1999, Kim, 2009, 2011, 2013). The L2 motivational self-system and AT rely
on constituent and interrelated factors to depict the intricacies of a larger relationship.
With attention given to second language acquisition, AT tools can be used to strengthen
this investigation by guiding researchers to determine how experience and environment
influence each other. Kim (2013) claimed that the lens of AT can be used to address how
multilingual students’ environments and beliefs effect their sense of selves (see Figure 5).
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Figure 5. The AT system overlapped with the L2 motivational self-system. Adapted from
“An Activity Theory Analysis of Second Language Motivational Self-System: Two
Korean Immigrants’ ESL Learning,” by Tae-Young Kim, 2013, The Asia-Pacific
Education Researcher, Copyright 2013 by the author.

The figure displays the complexity of factors associated with second language acquisition
and the alignment with AT. Kim (2013) stated that AT is the appropriate framework for
L2 consideration because it allows one to visualize the interactions between subjects,
mediational tools, and communities. Additionally, these overlapping networks can be
used to identify tension experienced by multilingual students. This discussion
necessitates considerations of nonnative English-speaking students’ lived experiences,
motivations, life history as well as relationships and social factors (Kim, 2013; Yang
2015).
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AT in Educational Research
The value of AT is that the approach is interdisciplinary as it can be readily
applied to educational research as well. Authors noted that AT used in education
demonstrates methodology for intervention, demonstrated in its application to L2
acquisition, as well as an opportunity to identify stakeholders’ knowledge, beliefs, and
practices about content and writing (Kim, 2013; Yang, 2015; Yamazumi, 2006; Gold,
2021; Cummings, 2007; Goodnough, 2016). The integration of AT in educational
research and academia in general is one that Engeström (1999) sanctioned as having
influence in fields such as “learning and teaching” (p. 1). Again, there is parallel between
the application of AT to the second language motivational self-system and educational
research.
Applied to an instructional routine for English for Academic Purposes (i.e., EAP)
program, Cummings (2007) determined that AT can be used to probe students’ writing
routines (see Figure 6).
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Figure 6. A student’s instructional routine for EAP writing using AT. Adapted from “An
Activity Theory Analysis of Three Instructors’ Knowledge about Teaching Writing in a
Pre-University English-for-Academic-Purposes Course: Teacher Mind as Mediated
Action,” by Jill Cummings, 2007, Department of Curriculum, Teaching, and Learning,
Copyright 2007 by the author.

This figure showcases one of the ways AT can be applied to education. Figure 6 diagrams
the student’s writing routine wherein object-oriented actions are mediated by material
tools and resources. These instances shape the goals and rules of the EAP program and
course (Cummings, 2007). Authors agreed that the importance of isolating variables in
AT is that they can be combined in efforts to demonstrate the whole picture (Cowdrick,
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2017; Vygotsky, 1978; Gold, 2021). These intimate, interconnected factors reveal
context, culture and community. In this study, using the AT framework will give the
researcher the opportunity to investigate how different variables (e.g., tools, rules,
division of labor, etc.) impact or influence multilingual doctoral students’ willingness to
leverage personal or academic support to complete coursework and the dissertation.
AT as a Framework to Understand how Students Leverage Support
Institutions of higher education are part of a larger system of systems wherein
economics culture, society, and politics all influence the ways students interpret and
access support (Gold, 2021; Ghaffarzadegan et al., 2017). Not only is support provided
differently from undergraduate to graduate programs, but student access to various
support systems depends on a variety of factors. A one-size-fits-all approach is not
appropriate as students in the same classroom can have different learning abilities, home
and culture experiences, as well as first languages. Ntoyakhe and Ngibe (2020) asserted
that universities have been under immense pressure to provide innovative, auxiliary
structures. Yet, findings from their study revealed that many students were not content
with the services provided by their university; moreover, some academic departments did
not provide services that students expected. University expectations and rigors can be all
the more challenging for multilingual students to overcome as they many may not be
native English speakers. Applying AT to this study, it becomes clear that some
multilingual students (subjects) were able to leverage personal and academic resources
(tools, rules, community) to successfully complete coursework and the dissertation
(outcome).
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Although other studies have examined doctoral support with specific groups, this
study will provide insight into how a population of students leverages personal and
academic support for coursework and the dissertation using AT. For example, Crumb et
al. (2020) examined the support structures available to African American female doctoral
students and Lim et al. (2019) considered assistance strategies for doctoral students in
distance programs. Absent from both of these studies was a detailed analysis of how
independent variables impacted the accessibility and interaction with support structures.
In other words, previous studies (Crumb et al., 2020; Lim et al., 2019) sought to examine
students’ experiences while enrolled in doctorate programs; however, this study will
codify data from alumni who completed a doctorate program. furthermore, independent
variables will be examined through AT to showcase the bigger picture of relationships
surrounding multilingual students’ access of personal and academic support tools.
Jun Lei (2019) completed a study using AT to examine how nursing doctoral
students published during candidature. Lei’s study differs from previous work in that AT
is used to identify the complex activity systems that may be present during doctoral
students’ studies (see Figure 7). Although AT is applied in Lei’s study, this research will
investigate a different set of activities as alumni will be asked to recall their time in a
doctorate program as opposed to during doctoral candidature.
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Figure 7. A student’s scholarly publishing using AT. Adapted from “Publishing During
Doctoral Candidature from an Activity Theory Perspective: The Case of Four Chinese
Nursing Doctoral Students,” by Jun Lei, 2019, TESOL Quarterly, Copyright 2019 by the
author.
This figure demonstrates the applicability and flexibility of AT when examining doctoral
students’ experiences. Like this study, Lei’s AT analysis posits the doctoral student as the
subject and the community and division of labor represented by university administrators,
supervisors, professors, peer supporters, etc. These designations also represent the
student’s personal and academic support systems as these variables progress the subject
toward publishing scholarly articles (outcome) (p. 658).
Although the previous studies (Crumb et al., 2020; Lim et al., 2019) referred to
specific considerations of doctoral students’ experiences while enrolled in school, and
while one study (Lei, 2019) used AT to examine doctoral students’ publishing, this study
will use AT to identify and describe how doctoral alumni leveraged personal and
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academic support. As mentioned previously, participants for this study now use the
professional title of doctor as they were previously tasked with completing coursework
and the dissertation. This study is asking participants to recall their experiences while
enrolled in a doctorate program and will use AT to explore the independent and
interrelated variables therein (see Figure 8).

Figure 8. A hypothetical education activity that identifies potential personal and
academic support systems that interact to support the desired outcome, preparing
multilingual students to graduate from a doctorate program.

This hypothetical illustration represents how multilingual doctoral students might
leverage personal and academic support while attempting to complete coursework and
the dissertation. Notably, students’ respective activity diagrams may be more developed
in certain fields depending on how they leveraged support throughout the program. Many
of these interrelated variables might be the congruent between alumni.
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In this study, the goal of the researcher is to identify and describe trends or themes
that emerge from participants’’ responses. AT allows the researcher to codify and
pinpoint areas in the activity where students may have had more support opportunities
from, for example, personal systems as opposed to university offerings. In this
hypothetical scenario, understanding how nonnative English-speaking students
successfully leveraged personal and academic support structures to complete their
doctorate can lead higher education institutions to more thoughtfully reflect on how to
capitalize on this effort in efforts to support student success. Lastly, using AT in this
study will help to provide insight to an area of research that has not been considered in
the past. Strömberg Jämsvi (2019) noted in her doctoral dissertation that multilingualism
is “not valued in higher education, nor are minority languages or immigrant languages
acknowledged in relation to higher education” (Reierstam, 2020, p. 47). Obtaining a
doctorate degree as a native English speaker is impressive and using AT in this study will
provide insight into how multilingual students can do the same.
Although much research has been done on the personal and academic experiences
of nonnative English-speaking students in K-12 education, fewer studies have explored
these facets for multilingual students in higher education. Researchers affirmed that if
English language learners’ experiences are surveyed, accounts are often given from
practitioners in the field (Delgado-Algarra et al., 2019; Morgan, 2004; Naban & Hidayat,
2018; Preece, 2019; Saltanat & Kellen, 2019; Stevens, 2002; Shin & Cimasko, 2008;
Shin & Sterzuk, 2019; Yoon, 2016). These accounts may not accurately depict the
complex activities going on as multilingual students attempt to navigate personal and
academic supports while enrolled in a doctorate program. Again, AT is the appropriate
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tool to explore and define these intricate and interrelated areas as it allows the user to
identify and describe authentic relationships from the student’s perspective. Studies that
have examined the personal experiences of postsecondary students (Bang, 2009; Crumb
et al., 2020; Lim et al., 2019) may not have considered the relationship of personal and
academic supports. Additionally, these studies surveyed monolingual or native-speaking
students. Thus, this study will leverage AT with the intent of understanding the complex
nature of how multilingual students navigate personal and institutional spaces as a means
to complete doctoral coursework and the dissertation.
Summary
This review of literature focused on shedding light on the way support has been
provided to nonnative English-speaking students from K-12 to higher education. A
survey of mainstay second language theories and frameworks were provided.
Additionally, dominant L2 concepts were discussed with reference given to their
applicability and usage in education. This literature review also addressed the variety of
ways students made use of personal and academic support in order to be successful in
their respective programs. Next, it provided an overview of personal and academic
support with specific attention given to studies that have explore doctoral students’
experiences with support. Lastly, the AT framework was also discussed by providing a
historical overview in addition to its application in the fields of second language
acquisition and educational research. The review revealed researchers’ agreement of the
interdisciplinary flexibility of AT.
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CHAPTER III: METHODOLOGY
Overview
This study focused on exploring the lived experiences of multilingual doctoral
students in the areas of personal and academic support in private, non-profit education.
Chapter I of this dissertation gave a general overview of how this study was organized,
background of each variable of the study, problems that emerged from the literature,
significance of the study, and offered the purpose statement as well as the research
question.
Chapter II of this study served as a review of literature. This section outlined each
of the constituent variables of the study. It provided a baseline understanding of how
personal and academic support has been provided to nonnative English-speaking students
in the kindergarten-12th grade American education system. It also demonstrated varying
degrees to which support is documented through undergraduate and graduate schooling.
Lastly, it investigated the literature associated with multilingual doctoral students in
private, non-profit higher education with specific consideration given to how support was
leveraged for completing coursework and the dissertation.
The focus of Chapter III is to extrapolate on the type of research methodology that
was used for this study. A purpose statement and research question were included for this
study, in addition to an investigation of the research design, population, and sample
population. Specific attention has been given to the instrumentation, researcher bias,
validity, reliability, and data collection procedures for this study. The section will
conclude with a discussion of the limitations of the research and comprehensive summary
of the chapter.
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Purpose Statement
The purpose of this phenomenological study is to use Activity Theory to identify
and describe the personal and academic supports of multilingual doctoral alumni at a
private, non-profit university in California.
Research Question
What are the lived experiences of multilingual doctoral alumni in the areas of
personal and academic support at a private, non-profit university in California?
Research Sub-Questions
1. In the areas of Rules, what are the lived experiences of multilingual doctoral
alumni previously enrolled in the doctorate program of a private, non-profit
university?
2. In the areas of Community, what are the lived experiences of multilingual
doctoral alumni previously enrolled in the doctorate program of a private,
non-profit university?
3. In the areas of Division of Labor, what are the lived experiences of
multilingual doctoral alumni previously enrolled in the doctorate program of a
private, non-profit university?
4. In the areas of Tools, what are the lived experiences of multilingual doctoral
alumni previously enrolled in the doctorate program of a private, non-profit
university?
Research Design
This study investigates the lived experiences of multilingual doctoral students at a
private, non-profit university in an effort to understand the phenomena associated with
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students’ abilities to leverage personal and academic support to complete coursework and
the dissertation. Activity Theory was selected for this study as the framework is flexible
in application. Used to understand complex social activity systems, AT can be applied to
understand the different factors, or variables, that multilingual students interacted with
while completing coursework and the dissertation. When pieced together, these findings
display the bigger picture of how students leveraged personal and academic support to
complete their doctorate.
Qualitative Research Design
Qualitative research methods emphasize gathering data on naturally occurring
phenomena (McMillan & Schumacher, 2010). Here, researchers are interested in
analyzing first-hand observations, interviews, and recordings as they occur in natural
settings. The priority here is to understand a social reality and the interconnected
activities that are used to build relationships. Patten and Newhart (2018) assert that
qualitative data and analysis use the words of participants and may be more intent on
understanding the mindset, or perspective, of those involved in the case. For this study, a
qualitative approach was the best model as participants’ personal and academic
experiences were discussed during interviews.
Phenomenological Focus
A phenomenological framework was the most appropriate choice for this study.
Patton (2015) explains that phenomenology seeks to understand structure, meaning, and
essence and is typically applied to human begins’ perceptions of a specific phenomenon.
Moreover, this framework is often used to understand an experience as it shapes the
consciousness of the individual who experienced it. McMillan and Schumacher (2010)
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claim that a phenomenological study typically employs interviews as informants are
encouraged to reflect on their everyday lived experiences. For this study, the researcher’s
intent is to identify and describe trends, or themes, from the data as individuals share
their experiences with leveraging both personal and academic support while enrolled in a
doctorate program.
Population
McMillan and Schumacher (2010) described a population as a generalized group
of individuals who are the subject of a scientific inquiry. The generalized population for
this study were doctoral students at private, non-profit universities in California.
Specifically, the population includes multilingual doctoral students at these institutes.
These individuals must identify as a nonnative English speaker or a variation of
multilingual, ESL, ELL, or Generation 1.5 and living in a linguistic enclave. Dually,
individuals must have completed a doctoral program at a private, non-profit university
whose curriculum was taught in English. It should be noted that these individuals
currently identify as Doctor, and as either doctoral student or doctoral candidate in the
past. It is estimated that there are approximately 141 private, non-profit universities in
California. Of these programs, approximately 83 are non-faith-based, private, non-profit
universities. In these programs, there are approximately 70 to 100 students enrolled in
each doctoral program. This amounted to approximately 5,810 to 8,300 doctoral students
enrolled in a non-faith-based, private, non-profit university in California, which is an
estimate of the population for this study.
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Target Population
McMillan and Schumacher (2010) claimed that a target population is different
from the list of elements from which the sample is selected. Creswell (2012) added that
this is a smaller subset of the larger population. The target population for this study were
multilingual doctoral students at private, non-profit universities in California. There were
85 non-faith-based, private, non-profit universities, and approximately 70 to 100 students
enrolled in each doctoral program. At any given time, there are approximately 6 to 12
multilingual students in a doctoral cohort. It was estimated that there were approximately
5,312 to 7,304 multilingual doctoral students at non-faith-based, private, non-profit
universities. As such, the target population for this study was estimated to be 5,312 to
7,304 multilingual doctoral students at non-faith-based, private, non-profit universities in
California.
Sample
Patten and Newhart (2018) stated that the sample is truly a subset of the
population of interest. The sample is a smaller group of individuals from whom data is
collected. Researchers can use analytical methods that allow them to make inferences
about the larger population (McMillan & Schumacher, 2010). Based on the target
population, a sample of 15 was taken. These 15 individuals consisted of multilingual
doctoral students from a non-faith-based, private, non-profit university in California.
Sampling Procedure
A variety of sampling procedures such as random, purposeful, convenient, and
criterion sampling can be used in qualitative studies. This research used criterion
sampling as it was the most appropriate approach for this study. Criterion sampling is
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used to when selecting participants for a study based on their ability to meet
predetermined criteria (McMillan & Schumacher, 2010; Patton, 2015). Participants were
selected using criterion sampling at a private, non-profit university in California. The
criterion for this study included multilingual doctoral students who identified as a
nonnative English speaker or a variation of multilingual, ESL, ELL, or Generation 1.5
and living in a linguistic enclave; also, participants of this study currently identify as
Doctor, and as either doctoral student or doctoral candidate in the past. Additionally, the
sampling procedure is as follows:
1. The researcher made a list of the predetermined criteria to participate in the study,
2. The sponsor sent out an endorsement letter from the EdD office to former
students for participation,
3. The researcher randomly selected 15 participants out of the respondents to
participate in the study.
The primary purpose of the research was to better understand the lived experiences of
multilingual doctoral students at a private, non-profit university in California.
Instrumentation
In this study, the researcher was considered the main instrument used to gather
data. McMillan and Schumacher (2010) claimed that qualitative research aims to direct
interaction with specification given to setting and participants, so it is apparent that the
researcher has a pivotal role in accurately representing data for the study. Patton (2015)
affirms that the researcher is truly the primary instrument of the study. Here, the goal
must be to focus on the authenticity of the data being collected (Patton, 2002). One way
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to ensure fidelity in this process is for the researcher to follow the proper protocols while
asking preapproved probing questions during interviews.
Researcher as Instrument of the Study
Fetterman (2010) stated that the researcher plays a critical role in the study as they
make meaning from participants’ experiences. In reality, the researcher’s contributions to
the study are directly tied to how they interpret and disseminate data. Pezalla et al. (2012)
expanded on the researcher’s role by stating that strict protocols would need to be upheld
in order to prevent bias from skewing or influencing the study. These protocols must be
adhered to in efforts to establish the social and collaborative partnership between
interviewer (i.e., researcher) and participant.
Furthermore, any time the researcher is the instrument of the study, there are
potential biases that need to be considered. These biases may result in errors or
miscalculations which may be attributable to the researcher’s preconceived views.
However, the researcher has built safeguards to protect against issues of bias as shown
through the utilization of an expert panel and the use of a pilot study (field test) to test
validity. Lastly, potential biases will be explored when validity of the study is addressed.
Interview Questions
The interview questions were motivated by the various domains of the Activity
Theory framework (Leont’ev, 1978). Activity Theory is used to explain individuals’
experiences and social activities as part of an intricate model. Each constituent domain
has a role in the outcome of interaction, so AT is used to unravel these interrelated
factors. For example, Hasan and Kazlauskas (2014) explained that the base of an activity
can be disassembled into three parts- subject (i.e., the doer), object (i.e., the deed), and
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outcome. The subject interacts with the object in varying capacities, which results in the
outcome. In this study, the subject(s) are doctoral students, the object(s) are support
systems, and the outcome can be thought of as completion of the doctorate program.
Interview questions were scripted beforehand as to ensure that each participant
was directed toward the same prompt. Informed by the literature, each interview question
was meticulously worded. Interview questions drew from the lens of AT wherein
interconnected domains make up the complex phenomena of social action (see Appendix
A). Again, AT is a theoretical framework that is used to examine complex social settings
in efforts to divide them into constituent parts. AT is applied to social contexts by
assigning roles to one of seven interrelated points, which include subject, tool, object,
rules, community, division of labor, and outcomes. The table below displays the
framework used to design the interview questions:

Table 1
Interview Question Alignment Table
Activity Domains

Interview Questions

Tools

1-2

Rules

1-2

Community

1-2

Division of Labor

1-2

Each of the interview questions and interview protocols were reviewed by an
expert panel to establish validity based on the connection between the interview questions

63

and the literature. The panel of three experts who were employed for this study met a
minimum of four of the seven criteria listed below:
1. A minimum of 5 years of experience in the field of higher education,
2. Have experience working with doctoral students in higher education,
3. Have experience working with nonnative English speakers in higher education,
4. Currently employed at a private, non-profit university,
5. Possess a master’s degree,
6. Familiarity with interview question development, and
7. Familiarity with data coding.
The expert panel provided feedback related to the validity of the interview
questions. Follow-up questions and coding procedures were also discussed. The
researcher made course corrections as per feedback from the expert panel. The researcher
also conducted a pilot interview as a means to test and demonstrate the researcher’s
interview skills. The pilot interview was also conducted to assess the efficacy of the
interview questions alongside the pacing and timing of the questions within the one-hour
timeframe. The researcher received feedback from an expert as a result of the pilot
interview. Criteria on the credentials of the pilot interview expert are explained in the
following section.
Validity
Patton (2002) defined validity as an instrument that measures what it is intended
to measure. McMillan and Schumacher (2010) added that this is the degree of match
between the explanation of the phenomena and the reality of the world. In this study,
validity was tested through the field testing of the expert panel. Interviews are a valid
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instrument as parameters were reviewed with specific attention given to the quality of
questions and their ability to illicit an authentic response from participants. Roberts
(2010) affirmed that establishing validity in a study is contingent upon how factual the
findings are. The act of validating content ensured that the researcher’s bias did not skew
findings from the data.
Expert Panel Validity
Feedback from an expert panel was used to validate the content of this study.
Specifically, the expert panel screened interview questions for logical consistency,
connection to the literature, and alignment with the study’s research question.
The following steps were taken to ensure that the interview questions of the study were
valid. First, the researcher designed the interview questions to answer the research
question. Once a draft of the interview questions was finalized, the researcher began the
process to form a committee of three. This expert panel provided feedback to the
researcher in order to refine the interview questions. This process was done to ensure
alignment between the interview questions and the research question in addition to
validating the content itself.
Pilot Interview (Field Test)
A pilot interview was conducted before data collection. This was done so that
feedback would be given on the researcher’s interview skills. An identified expert with
qualitative research experience was selected for the pilot interview. This individual had
professional experience by way of coaching or mentoring in the realm of qualitative
research. The expert observed as the researcher conducted the pilot interview and
provided feedback afterward. Specifically, feedback was given on the researcher’s
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interview skills (e.g., ability to maintain eye contact and pausing). The participant also
gave feedback to the researcher (i.e., interviewer), and the research also self-reflected on
the interview procedure.
Reliability
Patton (2015) explained that reliability occurs when a test yields stable and
consistent results. In qualitative research, reliability relates to the degree of consistency of
results, the stability over time, and the similarity within a given time period (Kirk &
Miller, 1986). Reliability in this study was present if another researcher was able to
replicate this study by following both the methodology and data collection procedures.
McMillan and Schumacher (2010) conceded that reliability does not ensure validity, but
that reliability is paramount to creating a valid study.
External Reliability
McMillan and Schumacher (2010) claimed that external reliability accounts for
the research design to determine if it is generalizable to a larger population. In qualitative
research, this is not a significant consideration as this study does not require intricate
procedures for duplication. The lack of generalization of this data indicated that external
reliability did not present issue for this study.
Internal Reliability
Creswell (2013) stated that internal reliability is the ability for another researcher
to recognize the data collection, analysis, and interpretation of a study. In this study, the
researcher utilized structured interviews and artifacts to bolster the strength of the study.
The researcher was then able to triangulate data from the study. McMillan and
Schumacher (2010) claimed that data triangulation is the use of multiple strategies used
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to obtain convergent data is a method of cross-validation. Patten and Newhart (2018)
affirmed that this process strengthens the researcher’s argument and mitigates any
weaknesses. For example, if a respondent shared a piece of information during the
interview, the researcher could then triangulate this data by using an artifact to support
this finding (e.g., a text message from a family member to validate familial support).
This triangulation of data, coupled with the variety of data collection methods,
demonstrated the reliability and robustness of this study. Merriam and Tisdell (2016)
added that internal reliability is ensured by using previous findings to build on the next
(i.e., checking interview responses and theme patterns).
Inter-Coder Reliability
Lombard et al. (2002) claimed that inter-coder reliability refers to the extent to
which independent coders evaluate a characteristic of a message and reach the same
conclusion. Creswell (2013) added that this is a type of reliability that relies on coding
agreements between a variety of coders. For this study, the researcher began the coding
process by working with an experienced coder. Coding was done using NVivo software to
analyze interview data and artifacts. This individual reviewed and coded 10% of the data
from the study to ensure congruency between findings. Through this process, it was
determined that data needed to be at least 80% reliable in terms of data accuracy for the
study (Lombard et al., 2002).
Data Collection
Prior to collecting data, the researcher submitted the research method and
instruments to be evaluated by the Brandman University Institutional Review Board (i.e.,
BUIRB). Once BUIRB approval was granted (see Appendix C) and special permissions
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from the Dean and Vice Chancellor were given, an email was sent to all Doctor of
Education alumni at a private, non-profit university in California. This email was sent in
September of 2021 and included the informational letter (see Appendix D), the
Participant’s Bill of Rights (see Appendix E), and the informed consent form (see
Appendix F). The purpose and scope of the study were reviewed, and the aforementioned
consent procedures were detailed. Follow-up emails and phone calls were made, if
necessary, and after consent was ensured, interviews were scheduled.
One aim of this study was to showcase a genuine view of the lived experiences of
multilingual doctoral students who graduated from a private, non-profit university. The
researcher took additional steps to ensure that data collection and correspondence with
participants was acceptable. Specifically, the researcher completed a Protecting Research
Participants (see Appendix G) training course to further prepare for the data collection
process.
Types of Data
Interviews. Before conducting the semi-structured interviews, the researcher
collaborated with an expert panel who had professional experience working with
multilingual learners, working in a private, non-profit university, and working with
qualitative data collection. The interview questions were created using a theoretical
framework as a guide (see Appendix B). The Activity Theory framework posits
interrelated domains as a way of clarifying and understanding complex social-activity
systems. Interview questions were scripted beforehand to ensure three things: congruency
with the research questions, appropriate directing of participant responses, and alignment
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with the Activity Theory and the literature. The interviews were conducted virtually via
Zoom.
Artifacts. The researcher collected artifacts as authorized by participants. The
researcher chose to include artifacts if they somehow supported participants’ claims,
responses, or stories about the role of support systems in the successful completion of
their doctorate degree. Examples of artifacts include text messages, emails, and written
notes or letters. Personal identifiers such as names, titles, and organizations of individuals
were redacted for anonymity in the study.
Participant Recruitment
The research questions postulated for this study sought to understand the lived
experiences of multilingual doctoral alumni as they leveraged personal and academic
support at a private, non-profit university. Participants of this study must have selfidentified as a nonnative English speaker or a variation of this distinction. Additionally,
participants must have leveraged some form of personal and academic support system in
their journey to complete the doctorate program at a private, non-profit university in
California. This means that participants successfully completed coursework as well as
their dissertation. The EdD team approved this communication, and an email was sent to
all EdD alumni (see Appendix C) on behalf of a sponsor. The researcher understood that
communication coming from the EdD’s outreach office was a systematic, methodical
approach to reach all alumni who graduated from this program.
The selection of participants for this study was a sensitive process as individuals’
primary language, home culture, and personal experiences were referenced as qualifiers
for participation. Participants identified as either multilingual or a nonnative English
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speaker. Thus, the researcher met with each prospective participant (~15 alumni) to
discuss how their experiences would be used to position the study. During these
discussions, the researcher introduced and explained the scope of the study, the
informational letter, the informed consent form, and the Participant’s Bill of Rights. The
following steps were used to recruit participants:
1. Upon BUIRB approval, the researcher contacted the sponsor of the study (see
Appendix G),
2. The sponsor agreed to help the researcher recruit participants for the study by
reaching out to the BU alumni network through the EdD office (see Appendix H),
3. Simultaneously, a request for participation letter outlining the scope of the study
was drafted (see Appendix C),
4. Feedback was provided by an expert panel and sponsor who assessed the letter,
5. The letter was finalized and submitted to the EdD office for review,
6. Once the EdD office reviewed the request for participation letter, it was sent to all
EdD alumni on behalf of the sponsor,
7. Attached to the request letter were the informational letter (Appendix C), the
Participant’s Bill of Rights (Appendix D), and the informed consent form
(Appendix E),
8. The researcher offered to address any questions potential participants may have
had via Zoom meeting or phone call, and
9. The researcher verified that the potential study participants who had begun to
respond met the criteria of the study.
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Of the participants who agreed to participate, the researcher used convenience
sampling to reduce the pool of respondents to 15. Saumure and Given (2008) explained
that convenience sampling refers to those participants who are selected based on their
ease of availability.
Data Collection Procedures
Mills (2003) dictated that qualitative research makes use of narrative and
descriptive approaches for data collection. This is done to understand things as they are
perceived by respondents. The subsequent sections will provide overview of the data
collection procedures for the study. It will detail how interviews were conducted, the way
in which artifacts were obtained for the study, and to demonstrate an understanding of
data handling procedures.
Interviews. A step-by-step process was agreed upon by the expert panel to
conduct interviews, but it should be noted that the researcher allowed for pausing and
rescheduling if participants had to end the session early on account of external factors.
The following steps were taken to collect interview data from participants of the study:
1. Participants were selected based on their willingness to self-identify as a
nonnative English speaker (or multilingual) as well as their status as an alumnus
of the EdD program,
2. A mutually agreed upon Zoom meeting time and date was chosen to ensure that
the interview participant was in the appropriate setting and state of mind, and was
free from work or personal commitments,
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3. Prior to the interview, the scope of the study was explained to the participant as
well as examples of what constituted personal and academic support that would
be discussed in the interview,
4. The participant was provided with the Participant’s Bill of Rights both by email
prior to the study, and again before the interview took place,
5. The participant was offered the opportunity to ask questions about the study,
6. The researcher provided the participant with the informed consent form, and the
participant signed the informed consent form, and
7. Once all of the above was completed and consent was given, the researcher began
the interview.
Artifacts. The researcher collected artifacts from participants if they aided in
developing a richer understanding of the participant’s responses. For example, if a
respondent shared a piece of information during the interview, the researcher could then
triangulate the data by using an artifact to support or validate the finding (e.g., a text
message from a family member to validate familial support or an email from an academic
advisor that demonstrates where to locate support tools). The following steps were taken
to collect artifacts:
1. If participants shared artifacts during or after the interview, the researcher would
assess how the artifact would be used to validate the participant’s responses,
2. The researcher then worked with the expert panel to determine if the artifact
conveyed public information or private (i.e., personal) information,
3. If the artifact showcased public information, it would be included in the study,
and
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4. If the artifact showcased private information, the researcher redacted the
participant’s personal information before including it in the study.
Data Protection and Control
The researcher kept participants’ responses, artifacts, and personal identifier
information in a lock box. The researcher was the only person who had the access code to
the lock box. This was one way to ensure credibility and confidentiality from the
relationship built between the researcher and participants. The lock box was kept out of
sight in the researcher’s office in a concealed location.
Data Analysis
Creswell (2014) stated that utilizing various data types allows for richer findings
that align with the study’s framework. McMillan and Schumacher (2010) affirmed that
the process of data collection involves data organization, transcription, coding, describing
the data, and also developing patterns. The researcher adhered to these data collection
steps to ensure accurate representation of the data for the study.
The data analysis process began with the researcher first scanning the data to
identify potential themes or patterns. These themes were identified to help answer the
study’s research questions. The researcher typically looks for individual occurrences,
behaviors, or participant perspectives that may fall into the categorization of distinct
themes. The Activity Theory framework was used to situate and contextualize emergent
themes from participants’ responses. The four AT domains that were used to achieve this
include rules, community, division of labor, and tools. The researcher followed the steps
below to ensure consistency in this process:
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1. The researcher used frequency tables to scan the data for pertinent themes that
addressed the study’s research questions,
2. The researcher identified themes that both answered the research questions for the
study and aligned with constituent domains present in the Activity Theory
framework,
3. The researcher coded the data using NVivo software,
4. Use of the NVivo software made it possible for the researcher to examine the
frequency of themes to determine if and how they aided in answering the study’s
research questions,
5. After coding the data, the researcher worked with an expert who had experience
in qualitative research and data collection methods, and
6. The researcher and expert collaborated on the coding of qualitative data to verify
through inter-coder reliability that the data had been coded appropriately.
Limitations
Creswell (2014) stated that a limitation is a potential weakness of a study.
Qualitative research involves limitations as the focus of the study is narrowed. Patton
(2002) explained that these limitations might include the researcher’s personal opinions,
time, geography, and self-reported data. Limitations were addressed by the researcher,
and are listed below:
1. Researcher as instrument of the study: Qualitative research requires that the
researcher act as the principal instrument of the study. Potential researcher bias
was mitigated through the use of structured interview questions. Additionally, the
researcher attempted to strengthen the limitation of the study by using the expert
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panel to guide the interview process. The researcher was keen to not interject
unapproved follow-up questions during the interviews by instead using openended, non-leading questions.
2. Self-reported data: Qualitative research requires that participants self-report their
experiences and perceptions during structured interviews. Although this is a
limitation, the researcher triangulated data using a variety of data procedures
including interviews and artifacts.
3. Limited to one program: This study solely considered alumni from the Doctor of
Education program at a private, non-profit university. Although this is a
limitation, future studies could replicate this study by including master’s or
bachelor’s students. These later studies could either reinforce themes from this
study or shed light on new themes from participants’ responses with personal and
academic support structures.
4. Drop-out rate: This study considered alumni from an EdD program at a private,
non-profit university. Participants of the study were EdD alumni, which means
that these individuals successfully completed coursework as well their
dissertations. The students that were not accounted for in this study include EdD
students who may have attempted and then dropped out of the program. The
researcher understands that students who dropped out of the program may have
leveraged personal and academic support in ways that graduates did not.
5. A final limitation of this study concerns the role of bias. The researcher has
worked with research concerning multilingual students in education in the past, so
there is a built-in bias that should be considered. As such, the experiences, and
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processes that participants shared, although unique to each individual, may have
been familiar to the researcher at the onset of this study. This bias was addressed
by seeking feedback and working with the expert panel. Bias was also addressed
during the pilot interview.
Summary
Chapter III addressed the purpose of the study, research methodology, data
collection procedures, data analysis procedures, and the limitations of the study. The
researcher detailed the data collection, analysis process, and limitations of the study. The
researcher strove to guide the reader through these processes and steps. Specific attention
was given to data collection to ensure that there was alignment with the research
question. This chapter also demonstrated data that detailed the lived experiences of
multilingual doctoral students as it related to personal and academic support in private,
non-profit higher education. The following chapters examine the study results, findings,
conclusions, and recommendations for further research.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This study focused on identifying and describing the personal and academic
barriers and supports of multilingual doctoral alumni at a private, non-profit university.
Chapter I provided an overview of how the study was organized and introduced the
problems as well as the significance of the study. Chapter II of the study provided a
review of literature with specific attention given to personal and academic support for
nonnative English speakers in the American school system. Chapter III highlighted the
phenomenological approach used to collect data for the study.
This chapter presents the findings from the data collected on the lived experiences
of multilingual doctoral alumni at a private, non-profit university. This chapter also
includes a restatement of the purpose of the study, research question and sub-questions,
research methods and data-collection process, population, and sample. Lastly, this
chapter concludes with an analysis of the findings.
Purpose Statement
The purpose of this phenomenological study is to use Activity Theory to identify
and describe the personal and academic supports of multilingual doctoral alumni at a
private, non-profit university in California.
Research Question
What are the personal and academic barriers and supports of multilingual doctoral
alumni at a private, non-profit university in California?
Research Sub-Questions
1. In the areas of Rules, what are the barriers and supports of multilingual doctoral
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alumni previously enrolled in the doctorate program of a private, non-profit
university?
2. In the areas of Community, what are the barriers and supports of multilingual
doctoral alumni previously enrolled in the doctorate program of a private, nonprofit university?
3. In the areas of Division of Labor, what are the barriers and supports of
multilingual doctoral alumni previously enrolled in the doctorate program of a
private, non-profit university?
4. In the areas of Tools, what are the barriers and supports of multilingual doctoral
alumni previously enrolled in the doctorate program of a private, non-profit
university?
Research Methods and Data Collection Procedures
A phenomenological qualitative approach using Activity Theory (i.e., AT) was
selected to comprehensively examine the lived experiences of multilingual students who
identify as nonnative English speakers and graduated from a doctorate program at a
private, non-profit university. The alumni recruited for this study completed their degrees
between 2012 and 2017. It should also be mentioned that these individuals currently
conduct their professional work in a variety of fields beyond education. Although this
study briefly considers participants’ motivation for joining a doctorate program, their
current professional roles will not be addressed.
Interviews were designed and based on the theoretical framework for this study,
AT. The interview questions were created to mirror four of AT domains including rules,
community, division of labor, and tools. Each of these areas not only represent a key
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factor of AT but they can be examined in relationship to one another to depict the various
actions, motivations, and roles that make up an activity system. There were 11 interview
questions in each of the 15 semi-structured interviews. Probing questions were asked if
needed to gain more insight. Participants’ professional backgrounds ranged from K-12
and higher education practitioners to roles in non-education settings including working in
finance, the corporate world, and one participant shared that she was a Zumba instructor.
After each interview, the researcher notified participants that they could edit or
redact anything they had mentioned during the interview. None of the participants elected
to make changes to the information they shared. The researcher then downloaded each
interview and transcribed them using the Otter.ai technology-based transcription
software. Once each of the 15 interviews was transcribed, the researcher annotated the
documents to identify themes of topics from the data. At the same time, artifacts were
requested of participants to validate what was shared during the interviews. The
annotated transcriptions along with the artifacts were used to identify and sort different
categories. Using NVivo, the researcher sorted the codes of data into themes which were
used to answer the research questions. These themes were categorized using the AT
theoretical framework: rules, community, division of labor, and tools.
Population
McMillan and Schumacher (2016) defined population as a group of individuals
that is the focus of research. This study focused on individuals who identify as
multilingual and who are nonnative English speakers. These individuals must also have
graduated from a doctorate program at a private, non-profit university in California.
These alumni are now working professionals who retain the title Doctor in their career
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titles. For this study, the generalized population include multilingual and nonnative
English-speaking doctoral students at private, non-profit universities in California. It is
estimated that there are approximately 141 private, non-profit universities in California.
Of these programs, approximately 83 are non-faith-based, private, non-profit universities.
In these programs, there are approximately 70 to 100 students enrolled in each doctoral
program. This amounted to approximately 5,810 to 8,300 doctoral students enrolled in a
non-faith-based, private, non-profit university in California, which is an estimate of the
population for this study.
Target Population
McMillan and Schumacher (2010) claimed that a target population is different
from the list of elements from which the sample is selected. Creswell (2012) added that
this is a smaller subset of the larger population. The target population for this study were
multilingual doctoral students at private, non-profit universities in California. The
following criteria were used to identify the target population:
1. Participants needed to self-identify as a nonnative English speaker who was
also multilingual,
2. Participants needed to have successfully completed coursework and their
dissertation as part of their doctorate program from a private, non-profit
university in California.
Sample
Patten and Newhart (2018) stated that the sample is truly a subset of the
population of interest. The sample is a smaller group of individuals from whom data is
collected. Researchers can use analytical methods that allow them to make inferences
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about the larger population (McMillan & Schumacher, 2010). Based on the target
population, a sample of 15 was taken. These 15 individuals consisted of multilingual
doctoral students from a non-faith-based, private, non-profit university in California.
Demographic Data
McMillan and Schumacher (2016) explained that qualitative data uses a relatively
small sample size. Therefore, it is important to include individuals who will provide
needed information to result in a holistic understanding of what is being studied; this also
means presenting demographic information about the participants of the study. This
holistic understanding demonstrates that multilingual, nonnative English-speaking
individuals in this study have a range of ages, come from different cultures, and learned
English at varying stages of their lives. Dually, some participants were born in the United
States while most were born in other countries. This study included 15 participants from
a private, non-profit university in California who met eligibility criteria. Specific
demographic information was collected was gathered from participants during the
interview process. Demographic information included age; gender; ethnicity and race; if
the participant was born in the United States; what age the participant learned English;
and how many months it took them to complete their dissertation (see Table 2).
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Table 2
Research Participant Demographics
Participant

Age

Gender

Ethnicity

Born

Learned

Dissertation

and Race

in U.S.

English

Timeline

(Age)
Participant 1

35

F

Persian,
No
11
8 months
Iranian/
White
Participant 2
57
M
Black
No
Infant
12 months
Participant 3
43
M
African
No
6
8 months
Participant 4
44
F
Chinese
No
7
10 months
American
Participant 5
51
F
Asian,
No
7
17 months
Vietnamese
Participant 6
44
F
Filipina
No
5
13 months
Participant 7
29
M
Latino
Yes*
3
48 months
Participant 8
52
F
Latina/
Yes*
8
11 months
Hispanic
Participant 9
40
M
Sudanese
No
14
6 months
American/
African,
Arab
Participant 10
52
F
Latina
Yes*
8
33 months
Participant 11
56
F
White/
No
16
8 months
Caucasian
Participant 12
44
F
Hispanic/
Yes*
Infant
7 months
White
Participant 13
53
F
Swiss
No
15
9 months
American/
White
Participant 14
55
M
Latino/
No
12
12 months
White
Participant 15
43
M
Mexican
Yes*
4-5
12 months
American
*Note participants who were born in the United States may consider themselves
nonnative English speakers as they may be part of 1.5 generation whereby, they grew up
using a language other than English in, for example, a linguistic or cultural enclave.
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The demographics table was populated using responses as shared by participants; the
wording and language was unchanged. Participants’ responses remained unedited for the
purposes of this research, but a different study probing the same variables could result in
varied wording in responses (e.g., questions concerning ethnicity and race). These details
serve to provide the reader with a broader, holistic understanding of the diverse factors
that make up experiences for the nonnative English-speaking student.
Although the demographic information is not linked directly to the results of the
study, it should be noted that the participants were as diverse and as unique as the barriers
and supports they described. The following general observations were made. The average
age of participants included in this study was about 47 years old. Most participants (60%)
included in this study were female. Most participants (67%) were born outside of the
United States while 5 shared that they were born in America but considered themselves to
be multilingual, nonnative English speakers. The average age that participants learned
English was about 7 years old. This number was considered the average as some
participants acquired English from infancy (perhaps alongside another language) while
others learned it after 12 years of age. The average length that participants worked to
complete their dissertations was about 14 months, which equated to roughly over two
years.
Presentation and Analysis of Data
The findings in this section include the outcome of 15 participant semi-structured
interviews (see Appendix B). This effort totaled approximately 20 hours of interviews as
well as a review of artifacts. Data collected from participant interviews were analyzed to
answer the central research question as well as to shed light on the research sub-
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questions. Data was first arranged into themes based on reoccurring data from the
interviews. Table 3 below shows the themes that emerged, frequency counts, and sources.

Table 3
Themes, Sources, Frequencies, and Corresponding AT Domains

Because this study utilized Activity Theory to examine the barriers and supports
participants experienced, an additional column was added to indicate with which AT
domain each theme was associated.
Activity Theory
Data for this study was coded based on the four research sub-questions. Activity
Theory was used as the framework to understand and organize the intricate relationships
between different domains in the activity system. In this research, the activity system
refers to participants’ (i.e., subjects’) experiences with personal and academic barriers
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and supports they experienced while completing their doctorate (i.e., outcome). These
areas are referred to as domains, or tensions. Four of these domains were used to organize
the study, including, rules, community, division of labor, and instruments (i.e., tools) (see
Figure 9). It should be noted that although the different AT domains represent individual
variables in an activity system, they are interrelated. Thus, there may be overlap in how
participant data was organized using AT. For this study, one central domain was selected
to analyze the data based on both the frequency count and context of the theme. The
following data are presented from highest to lowest frequency within each personal and
academic category.

Figure 9. A model of AT proposed by Leont’ev cited from Engeström. Reprinted from
“Contradictions in a Distance Course for a Marginalized Population at a Middle Eastern
University,” by Madyarov & Taef, 2012, in The International Review of Research in
Open and Distributed Learning (pp. 77-100). Copyright 2012 by the author.
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It should be noted that AT is a descriptive framework as opposed to a predictive model.
This means that AT is used to objectively explain the various tensions that make up
activity systems. Dually, the aim is to use the model to understand how these interrelated
domains (e.g., rules, community, division of labor, tools) impact the subject, object, and
outcome. In this study, these domains, or tensions, are referred to as the barriers or
supports.
Subject, Object, and Outcome
AT considers the subject, object, and outcome as the main interchange in an
activity system. At its root, AT illustrates the role of the subject as motivated to attain the
object with the outcome serving as an end. The outcome represents the final step in an
activity system with the remaining domains (e.g., rules, community, division of labor,
tools) as interrelated factors which influence the subject to move toward the object. It
should be noted that the outcome can be undesired, unintended, or desired and should be
considered separate from the object. In this study, this is illustrated as alumni (subjects)
receiving personal support (object) to complete their dissertation and to graduate with
their doctorate (outcomes). Here, the resulting outcome is desired in the activity system
because of the role the remaining domains.
To elaborate on how the subjects attained their desired outcomes, an analysis
needs to be done on the role of rules, community, division of labor, and tools. These
factors represent the interrelated tensions that influence or direct the subject. For
example, the participants described personal support given by family members,
dissertation editors, and university personnel. Participants leveraged rules, tools, and
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various roles (i.e., division of labor) in each of these community groups to achieve the
desired outcome, graduating with their doctorate.
Organization of the Study
An important consideration to note is that the research sub-questions were
included to shed light and provide deeper understanding into the central research
question. By understanding the role of AT rules, community, division of labor, and tools,
one can begin to recognize the various barriers and supports multilingual students
experienced during the doctoral program. The sub-questions would have the researcher
list out the specific barriers and supports shared by participants. However, these
considerations are incorporated into the framing of the central research question (i.e.,
what are the personal and academic barriers and supports of multilingual doctoral
alumni at a private, non-profit university in California?). There is merit to listing out the
barriers and supports in a numbered list, which is why the researcher chose to include the
sub-questions. Furthermore, if these personal and academic domains were charted on an
AT triangle, one could see more clearly the complex and often interconnected resources
available to nonnative English-speaking doctoral students. As such, an attempt to deeply
answer the research sub-questions is an attempt to answer the central research question.
The organization of the study was structured in this way to demonstrate the relationship
between the sub-questions and the central research question while also addressing the
phenomenon of the study.
Major Themes
Participants shared personal barriers and supports that were experienced during
the doctoral program. Likewise, participants also spoke to the role of academic barriers
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and supports. These major themes represent recurring subjects or topics as gleaned from
participant responses. These themes are valuable to understanding multilingual students’
experiences while completing their dissertations and the doctoral program. It should be
noted that the themes were used to construct the findings and unexpected findings in the
following chapter, so there is mirrored language between the two sections.
Personal Supports
There were four personal support themes that encompassed individualized and
general support from a trusted person or community group. Writing and organizational
tools were also considered personal supports. To triangulate data, artifacts were collected
from participants and included in this section to ensure validity of responses.
AT Division of Labor
The most common form of support that participants shared was individualized
and personalized support from trusted person. Although individuals represent different
personal support communities, the central AT domain considered for this theme was
division of labor (see Figure 10).
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Figure 10. A visual representation showing the division of labor in the AT system.

As demonstrated visually in the model, one can see the impact of a division of labor in
the context of this study. The researcher created figures 10, 13, 15, and 17 which depict
how the specific AT domain intersects with the student’s ability to complete the doctoral
program (i.e., this is the activity system). The true impact of the model comes from
understanding the specific AT domain, which is the barrier or support in this study, as
opposed to merely viewing its location in the figure.
Here, this division of labor represents a domain which participants referred to as a
personal support. Participants spoke at length about the benefits of having a dedicated
person to provide customized assistance, guidance, and support. Participants also
mentioned the need of support from a trusted person to provide case-based guidance for
differing reasons and to varying degrees.
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Individualized and personalized support from a trusted person. This theme
occurred in the data in 87 instances across 14 participant interviews. This support
included individualized assistance given by, for example, family members which
included support from a partner (e.g., spouse, boyfriend). Many participants shared that
their family members stepped in to provide guidance and assistance based on the
participant’s individual needs. For example, participant 1explained that her mother would
watch her dog which gave her time to write or to focus on other school-related items.
Participant 10 also discussed family in the sense of shared responsibility. She mentioned
that her kids would consistently remind her to sit down and write whenever she
“wandered” the house. In terms of labor at home, participant 10 also shared that she
divvied up chores among her children to ensure that housework got done which gave her
enough time to write. In terms of providing writing support, participant 13 shared that her
husband acted as a personal editor in that he would provide edits and feedback on her
dissertation (i.e., participant 13 also used a professional editor). This was her way of
ensuring that, as she put it, her content was less “boring and more beautiful.” Dually,
participant 13 shared that her sister provided financial support to her during the program.
This is yet another form of personalized support provided by a family member. This
example demonstrates a customized approach to support which is personalized to the
individual; in this case, the participant’s sister provided financial relief so that she could
continue the program. From participant accounts, one can see that personal support takes
many forms including acts of services like watching dependents, organizing schedules, or
providing financial relief.
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Another form of individualized and personalized support that participants
discussed was support given by an accountability partner (e.g., close friend or peer). In
this context, participants described accountability partners who offered ways of helping
them to achieve their commitments. Participant 4 gave a detailed account wherein a peer
who was also completing his doctorate created and kept a schedule to meet and work on
their dissertations together. She shared, “we had bi-weekly writing sessions [at each
other’s houses] and we would dedicate 8 in the morning until 4pm.” Participant 4 also
mentioned that this schedule helped her to organize and maintain her writing schedule
and household responsibilities because she had an agenda. Similarly, participant 8 also
shared that her accountability partner, a peer from the university, gave her tips and
suggestions for success along the dissertation writing process because there was an
individualized, designated space for her to collaborate. Like others, Participant 14
explained that his accountability partner was a friend who acted as an editor and writing
coach. This division of labor was described as a back and forth between the participant
and the supporter to improve on feedback that was provided beforehand.
A third form of individualized and personalized support came from a professional
dissertation editor and coach. Participants shared that it was invaluable to have someone
so invested in their writing and research process. In this way, the use of an editor or
coach can be considered a tool that participants used in their writing support toolbelt.
Participant 6 shared:
So, I did have an editor for my dissertation, and I did have a coach for my
dissertation as well. So that was helpful in both and pushing me to get to the end
and helping me with content itself, right. Not just the content but the logistics, too.
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I thought I was a good writer, but she’s like, yeah, we can do better. We all need a
little bit of an objective eye, right? She saw things that I didn’t see.
This account demonstrates the division of labor between participant 6 and the editor or
coach. Once feedback was provided, the participant was expected to make the necessary
changes and return the draft for feedback. As mentioned with 14, the division of a backand-forth writing process is a common workflow between both personal and professional
editors. There were clear expectations of roles that were defined and upheld during the
dissertation writing process. However, participant 10 shared that she chose not to use an
editor until she submitted all five chapters of her dissertation for review, but also
mentioned that she had “set up supports” to read her drafts. Participant 11 explained that
she consulted someone from her job to act as an editor for while she was writing her
dissertation. It appears that although the level of experience between editors may vary,
each of these individuals are able to provide personalized support as based on the
participant’s expectations and need. Participant 9 added that he would not have finished
the program on time if he did not set up a support system with his editor and that doing so
was a “make or break” decision for his dissertation. Like participant 10, participant 13
shared that she made use of her editor at toward the end of her dissertation (see Figure
11).
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Figure 11. A screenshot of a participant’s email communication with a dissertation
editor.

For some participants, this may have been the first time they utilized a writing editor or
coach during their scholastic career. Lastly, many of the participants shared that their
writing editors and coaches were native English speakers. Although this claim was not
unanimous among all participants, this seemed to be a threshold for some during the
writing process.
In addition to the explicit use of a writing editor, participants also shared that they
received individualized and personalized support from university personnel like a
dissertation chair. For example, participant 8 worked with an editor but added that her
division of labor involved focusing on direct feedback from his dissertation chair. She
would work with both supports on her writing but would reserve feedback from her chair
as the most important. This can be attributed to variety of factors, but one reason might
be because dissertation chairs and students work so closely at the onset of research, so
they were in more of a position to provide customized support. Participant 10 shared that
students typically pick dissertation chairs who are going to “kick your butt” to provide
the support you need to reach the finish line. Similarly, participant 13 explained that she
developed a personal friendship with her chair. She shared that this understanding and
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open transparency gave her a space to be open and transparent with her chair which was
crucial to her success in the program. Specifically, participant 15 stated that this chair
would always respond to his questions through text or email within 24 hours. In this
respect, participant 15’s dissertation chair provided support based on his availability and
schedule. Participant 5 added that in addition to a quick response rate, her chair provided
detailed and critical positive feedback. She elaborated saying that “he made it clear to me
what parts were not working and where I need to expand, improve, or provide more
detail.” It appears that another common trend among supportive dissertation chairs is
their transparency, clear expectations, and open communication with their students.
Participant 7 mentioned that he felt the most support from his dissertation chair because
he was present from the onset of research until his final defense. From what participants
shared, a hands-on, fully engaged approach from dissertation chairs is a crucial piece to
the completion of the program.
Another example of a trusted individual providing individualized and
personalized support includes guidance from cohort mentors who, like dissertation chairs,
are considered university personnel. Participant 13 shared that her cohort mentor
provided support by cooking for her and her peers while they began the early writing
stages of their dissertations (see Figure 12).
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Figure 12. A picture of a cohort mentor cooking dinner for her students during a meeting.

In this example, cohort mentors transcend the call of solely academic roles and provide
personal support by creating conducive and safe spaces. In addition to providing personal
support, participant 15 explained that his cohort mentor offered support by checking in
with him personally throughout the program. Participant 15 continued in stating that his
cohort mentor “got him back on the path” to finish his dissertation and complete the
program. Cohort mentors, like dissertation chairs, can offer academic guidance but their
good intentions and individualized approach has lasting effects on students. Participant 8
shared that for a time she felt like her cohort mentor was challenging her with more rigor
than her peers. Upon further inspection, she shared that this was not with bad intention,

95

but it was her cohort mentor’s way of providing individualized and personalized support
to her. It is clear to see that the support that students felt from cohort mentors was much
more than what they expected. Cohort mentors provided customized guidance based on
their students’ needs throughout the dissertation process. Finally, participants spoke to
two notable features of cohort mentors, their breadth of knowledge of the program and
their positive disposition. These two factors, in addition to the other examples, showcase
the dedication and tenacity of cohort mentors in their role to provide personal support to
students.
A final form of individualized and personalized support that participants shared
came from their professional organizations. Specifically, some participants shared that
their supervisors played a role in creating a productive, positive environment which
helped students to complete their dissertation and the program. Participant 12 explained
that her boss had a hands-off approach in that she was “left alone” to write while at work.
She also shared that she was careful not to abuse the situation even though she was in an
environment that was conducive to her success. Participant 1 elaborated on the support
given by her boss sharing that they had a conversation before starting the program. Her
boss assured her that she has her full support and arrangements were made when
participant 1 began her dissertation. This personal support included reassigning tasks to
other employees or creating opportunities of downtime so that participant 1 could write.
In addition to rearranging work time to accommodate students (i.e., a literal division of
labor), participant 9 shared that his boss afforded him the opportunity to travel overseas
to complete the program. This was a type of financial support provided by a supervisor as
an investment in participant 9 to complete the program. Interestingly, some of accounts
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that participants shared about accommodations from work were in contexts where their
boss was also completing a doctorate program. This empathy and understanding (i.e.,
another theme in the data) showcases the individualized approach and investment
supervisors have in their employees who are completing a doctorate program.
As mentioned previously, the varying degrees of individualized and personalized
support participants received from trusted individuals helped to ensure their successful
completion of their dissertations and the doctorate program. Personal support was
customized in each context for each participant. This support included specific family
members taking over specific responsibilities. Also, this individual support encompassed
writing support from a dissertation editor or coach as well as moral support from
university personnel like dissertation chairs or cohort mentors. Accountability partners
also provided a level of personalized support to participants as there was a sense of
shared responsibility between individuals. Lastly, participants described receiving
individualized support from a supervisor at work which created an understanding that
participants were worth being invested in. Each of these support factors depict a division
of labor wherein individual attention needed to be given to participants (subject) for them
to successfully complete their dissertations (object) and the program (outcome).
AT Tools
The second most cited form of personal support shared included frequent access
to tools that supported writing. The AT domain that was considered for this support was
tools (see Figure 13).
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Figure 13. A visual representation showing tools in the AT system.

As demonstrated visually in the model, one can see the impact of tools in the context of
this study. Here, participants explained that tools were used as a critical piece to
successfully write their dissertation and complete the doctoral program.
Frequent access to tools that supported writing. This theme occurred in the
data in 49 instances across 14 participant interviews. The tools that were used included
both digital and analog (i.e., non-technological) resources. Although some of these
double as an organizational instrument, examples included in this theme refer to those
which participants credited as a personal support tool during the writing process.
The most explicit writing support tool included grammar, spelling, and
punctuation checker applications. Many participants shared that Grammarly was an
invaluable resource while writing their dissertations. Referred to as an online writing
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assistant, Grammarly uses artificial intelligence to suggest corrections in a piece of
writing. Participant 1 shared that she paid for the full version of the program as it makes
“sentences look great, but it also provides recommendations to make [writing] flow a
little bit easier.” In fact, many participants explained that they, too, purchased the full
version of Grammarly as they felt it offered more flexibility and reliability than the free
version. Participant 14 noted that using Grammarly helped him to improve minor errors
in his writing in addition to drawing his attention to larger issues. Other tools that
provided language feedback included Google Translate and Microsoft Office programs. It
seems that although these applications to provide a level of context and spell checking,
they are not as readily used as dedicated programs like Grammarly.
In addition to digital tools, participants also mentioned a variety of analog
resources that were leveraged as writing support. Participant 10 cited a combination of
sticky notes and poster board as her explicit writing support tools used during her
dissertation. Participant 14 shared that he used a combination of digital and analog tools,
but that having the Merriam-Webster dictionary as well as the American Psychological
Associate (i.e., APA) guide were major supports. He elaborated in saying that “the APA
guide was like my bible [which] I consulted almost daily whenever [I] wrote.” Other nondigital writing support tools included the use of highlighters, reference books, and one
participant shared that he used peanut butter as a writing support tool. In this case,
participant 2 would rely on the sweet and salty treat to not only keep him awake but as a
reward system while he diligently wrote his dissertation at night. Also, participants
mentioned that there was a roster of essential tools that included the equipment they
needed to write. These examples are of literal writing support tools and include the use of
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cellular phones (i.e., smartphones), laptops, access to the internet (e.g., Google Suite
tools), use of email.
A last form of personal writing support tools that participants leveraged included
instruments and resources that were provided through the university. Participants cited
both programs as well as university personnel as explicit writing support tools.
Participant 1 shared that EndNote served as a writing support tool in that she was better
prepared for writing her dissertation once her digital library was created (see Figure 14).

Figure 14. A screenshot of a participant’s EndNote library.
This is a prime example of how writing support tools can also be considered instruments
that assist with organization, scheduling, and planning. Additional writing support tools
that participants shared included use of the Leatherby Library, NVivo, and the
university’s Online Writing and Math Center (i.e., OWMC tutoring department).
Participant 6 shared that she did attend the writing workshops hosted by the OWMC.
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Participant 8 also utilized the OWMC by regularly submitting her writing drafts for
feedback from a writing tutor. In this respect, dissertation chairs and cohort mentors also
provided support for writing by either giving feedback directly to students or indirectly
by referring students to the OWMC.
While participants’ use of dissertation editors or coaches was considered a
division of labor, these examples may also be coded as writing tools. These individuals
assisted in participants’ writing processes in a variety of ways by providing feedback,
helping to organize, or by providing general motivational support.
The wide variety of support tools that assisted with writing showcased the breadth
and depth of participants’ needs. Digital applications like Grammarly were a major
support tool in terms of grammatical, spelling, and punctuation feedback. Conversely,
analog resources like sticky notes or highlighters also served a purpose while students
worked on their dissertations. Although some participants may have used certain writing
support tools more frequently than others, it is important to note that each of these
instances demonstrates the noteworthy role these tools play. From the AT standpoint, one
can clearly see how these tools, instruments, and resources can be leveraged as students
work to complete their degree in such a writing focused program. The AT activity system
above also provides a visual illustration of the relationship between students (subject),
tools (writing supports), and the outcome (completing the EdD program).
AT Community
The next most frequently cited personal support that participants mentioned was
described as general understanding from close colleagues, friends, and family. Although
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some of these examples were used to discuss the AT division of labor, this theme refers
to groups of communities that offered support (see Figure 15).

Figure 15. A visual representation showing community in the AT system.

As demonstrated visually in the model, one can see the role of community in the context
of this study. Here, a community can be thought of as a support which participants
leveraged to complete the doctoral program. Participants shared that there were many
support resources they consulted during the dissertation process and throughout the
program. One major system that offered support included receiving understanding from
members of different personal communities.
Understanding from close colleagues, friends, and family. This theme occurred
in the data in 38 instances across all 15 participant interviews. The communities that were
referenced were close colleagues, friends, and family. The type of understanding that
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community members offered encompassed providing empathetic, emotional, and comfort
to students as they progressed through the program.
The first community group that participants cited as providing understanding and
support included work (e.g., coworkers) and school colleagues (e.g., cohort members).
These professional relationships created spaces of shared understanding in terms of
motivating students to complete their dissertations. For example, participant 1 explained
that her supervisor and work community encourage their employees to pursue their
“academic and non-academic goals.” She also explained that her boss was also going
through a doctorate program, so they would make time to do homework together. In
addition to making the necessary work arrangements, participant 11 explained a coworker
of hers provided writing support by giving her feedback on her writing drafts through the
program. This ultimately motivated her to stay focused on completing her degree because
she was receiving support from community groups both inside and outside of the
university. Likewise, participants 7 and 12 explained that they, too, received support in
the form of collective understanding from their coworkers. Participant 7 also shared:
My coworkers that I carpooled to work with, there were three of us, were also
doing a doctorate program in different schools. We’d always talk about research and ‘oh,
we’re reading this article or reading this email,’ so it was always a supportive group that
really said, you know, you got to keep going because at the end of the day when we all
have our doctorates, we can, you know, we can have a party together. We can wear little
hats in our van, and it was humor, but it was also support.
In this case, and in others, it is clear to see that shared understanding and empathy
allow for positive personal support from community members. Many participants also
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spoke about cohort members as a form of support. Participant 14 explained that he
gathered lots of ideas about writing and the program from not only his own cohort from
others as well. It should be noted that although cohort members can provide support
during the dissertation, the design of the program is structured so that cohort members are
working on their individual dissertations at their own speed. The exception to this can be
seen in participant 1’s account where several members from her cohort were part of the
same thematic dissertation group. In this example, participant 1 received lots of
understanding and empathy from her cohort as they were working on a portion of their
dissertations together.
The second notable community group that provided understanding to students
came from friends. As mentioned previously, work and school colleagues as well as
cohort members can be thought of as friends. However, this section will discuss
friendships in the context of extracurricular activities. Participant 12 shared that she is
part of a fitness group which completes triathlons. She explained that she received
understanding and support from this group when it came time to write her dissertation.
As a Zumba instructor, participant 11 received similar understanding and support from
her fellow teachers and friends. Participant 11 mentioned that whenever she stopped
attending her fitness classes, her friends from Zumba would often encourage her to
attend. She explained that this was a “time to relax and recharge [her] batteries and then
move on.” In this respect, understanding from a personal community can be thought of as
motivation to complete the program.
Briefly, a final community group that provided understanding and support to
students included family. It was explained previously that family can provide
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individualized support which was considered a division of labor. Interestingly,
participants also shared that support from their families also included cultural backing.
This understanding might look like what participant 6 described as patience and
flexibility from her family. Participant 15 elaborated that his family truly became a
support community for him. He shared that before his father passed away, he told his son
(i.e., participant 15) that he was “very proud of him.” After he completed the EdD
program, participant 15 took his degree to his father’s gravestone. He also shared that
with the full support of his family, he knew that he “was making [his] culture [and]
Hispanic people look good because [he’s] a doctor now.”
From these accounts, it is clear to see the role understanding from personal
communities has on students’ successful completion of a doctorate program. The AT
illustration demonstrates the relationship between students and their support network.
The various community groups included close colleagues like coworkers and cohort
members, but participants also mentioned the role friends from extracurricular groups as
well as family (i.e., culture).
AT Tools
The final personal support theme that was identified in participants’ accounts was
frequent access to organizational, scheduling, and planning tools. Although there may be
overlap with some of the aforementioned writing tools, this section will discuss
instruments that were leveraged to calendar and arrange for success in the program.
Frequent access to organizational, scheduling, and planning tools. This theme
occurred in the data in 26 instances across 9 participant interviews. Echoing the tools
used for writing, organizational tools can be separated into digital and analog
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instruments. Digital examples included academic tools that were introduced during
coursework such as EndNote, NVivo, and the Leatherby Library. Other examples of
digital tools are LINE, Google Suite tools, and Microsoft Office programs. Participants
also mentioned that they used the course-at-a-glance (i.e., CAG) structure to populate
their calendars and organizers (see Figure 16).

Figure 16. A screenshot of a participant’s program organizer and planner.

In this way, the schedules circulated by the university can also be considered
organizational tools as students adopt them to best fit their needs.
Other tools that participants used to help organize, schedule, and plan include
analog instruments such as sticky notes, poster boards, calendars, and highlighters as well
as essential tools like computers, access to internet, and Kindle or Amazon. Each of these
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examples was referenced an organizational instrument to some degree. Adopting a nondigital approach, participant 7 shared that he made use of a large-scale whiteboard. He
said “my best method of planning was my whiteboard; it was my life. I had a 50 x 50foot whiteboard, like a whole wall’s worth of whiteboard. I would write my weekly todos and then update it for next week.” Although not all participants shared their
organizational tools in such detail, it is obvious that these resources, many of which were
writing support tools, played a role in the successful completion of their dissertations.
Personal Barriers
Participants described different barriers that created challenges during the
dissertation or program in general. There were three personal barrier themes that
extended from a lack of confidence to a need for more understanding from support
communities. The indirect and direct costs of the doctorate program were also considered
personal barriers. To triangulate data, artifacts were collected from participants and
included in this section to ensure validity of responses.
AT Rules
The most cited form of personal barrier that participants described was a lack of
confidence and self-esteem in scholastic preparedness. Although this attitude was not
unanimous across all participants, the data suggested that there were challenges of
academic readiness at the doctoral level. The AT domain that synthesized what
participants shared was rules (see Figure 17).
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Figure 17. A visual representation showing rules in the AT system.

As demonstrated visually in the model, one can see the impact of rules in the context of
this study. Here, participants explained that ability to do well in the program was
influenced by extenuating factors which included rules. Participants shared different
barriers that were considered internal struggles, but most of them could be traced back to
an overall lack of confidence and self-esteem when it came to academics.
A lack of confidence and self-esteem in scholastic preparedness. This theme
occurred in the data in 21 instances across 11 participant interviews. The most prevalent
example demonstrating a lack of confidence came from participants’ testimonials about
the academic rigor of the doctorate program coupled with feelings of imposter syndrome.
Imposter syndrome is the notion that some participants feel as if their professional roles,
achievements, and success have not been earned, but are instead part of their being lucky
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(i.e., they feel like imposters) (Feenstra, 2020). Although participants referred to these
examples as undesired, they were coded as rules because they represented self-barriers.
Participant 4 shared, “I didn’t expect the [doctorate] program to be so challengingpersonally and academically.” Similarly, participant 6 explained that she grew up in an
Asian household, so she experienced her own barrier wherein there was pressure for her
to do her very best. She also shared that these insecurities were internalized during her
time in the program. Though some participants reported having feelings of academic
inadequacy when beginning the program, participant 15 shared:
I felt like an imposter. I thought, am I really qualified to be here on my own, on
the same level with all these people here? I come from a Hispanic family, and a
lot of my sisters began school but the majority didn’t finish. So, I’m like, should I
be here? I was kind of like, is my work good enough? Is my writing good enough
to be a doctor? So, like, am I that guy? Am I there yet?
The sentiments that participant 15 were shared by many participants. However, some
participants self-identified that they experienced imposter syndrome and others merely
described a lack of confidence and self-esteem. Participant 7 also questioned his time in
the doctorate program but attributed it to his perceived writing ability. He felt that he
needed to overcome an academic hurdle because his first language was not English. In
fact, many participants shared that they felt less confident in their ability to do well in a
doctorate program because of the level of English that was required. It should be noted
that this has a connection to participants’ use of personal support tools as mentioned
previously.
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In addition to feeling like an imposter, some participants described feelings of
anxiety or anxiousness as they went through the program. Participant 1 shared that her
mother questioned why she wanted to enroll in a doctorate program because she was
concerned for her daughter’s “anxiety and sanity.” Likewise, participant 4 explained that
she felt anxious with the lack of time. The role of time can be thought of as time between
completing coursework, time spent on the dissertation, etc. Participants 5 and 6 also
shared that they felt anxious from the general academic demands of the program.
Participant 6 explained that there were points in the program which required students to
multitask as well as write their dissertations.
AT Community
The next most cited personal barrier shared by participants was a need for more
understanding from close colleagues, friends, and family. Paralleling the personal
supports discussion, participants shared that example of barriers include a need for more
empathetic, emotional, and comfort from personal communities.
A need for more understanding from close colleagues, friends, and family.
This theme occurred in the data in 13 instances across 10 participant interviews.
Participants claimed that there was an overt need for more understanding from workplace
colleagues and friends. Participant 3 shared that the job he had while in the doctorate
program was “very toxic.” He continued by saying that his boss was envious that he was
obtaining his doctorate, which caused him to avoid sharing about his journey and
dissertation. This created unnecessary and unwarranted stress, which showcases the lack
of support from close workplace colleagues. Similarly, participant 6 explained that he
also chose not to tell anyone at work that he was getting his degree. He chose to do so in
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an attempt to avoid workplace barriers that might come up while he was pursuing his
doctorate. Participant 13 also experienced challenges with support from work but
explained that her company outright did and would not support her on her doctoral
journey. She said,
I actually had to hide, no, I just didn’t have to broadcast that I was going for my
doctorate. I think my boss at that time knew and he said no. He said don’t even
bring it up to the President, and she is the owner of the company- the founder and
owner of the company. She is the one who hired me. But, yeah, she would not
have understood that I want to advance myself [academically].
This example shows that participants had to deal with more than just a lack of
understanding but had to persevere in the face of direct opposition to their academic and
professional development.
Another barrier that participants described as a lack of understanding came family
members. Many participants shared that family members did not understand the rigor,
cost, and motivation of completing a doctorate degree, which had ties to the cultural
perception of pursuing a terminal degree. Participant 10 puts it plainly in stating, “my
mom thought I was crazy to go back to school.” Other participants explained that the lack
of upward mobility in their current work also caused concern from their families. This is
coupled by the fact that some participants had to explain to their families that they were
not getting a doctorate for financial gain. A lack of empathy, understanding, and support
was also absent from some students’ spouses. Participant 13 shared that her husband
“kind of resented” her choice to pursue her doctorate degree. Granted, participant 13
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claimed there were other stressors in her personal life, but still cited her husband’s
resentment as a personal barrier.
Without the support and understanding of close colleagues, friends, and family
members, students felt that they had to either hide or continue their doctoral journey
without community members’ support. It should also be mentioned that the lack of
understanding from close colleagues, friends, and family in participant accounts is not
always from ill-will but also from a lack of experience or shared experience (e.g., cultural
expectations). This explanation demonstrates how a lack of support from the community
can impede or at least present challenges to students going through doctorate program.
AT Tools
Participants shared that the direct and indirect costs of the program also presented
a personal challenge for completing their degree. This theme was coded in the AT
framework as a tool.
The ongoing direct and indirect costs of the program. This theme occurred in
the data in 9 instances across 7 participant interviews. Direct and indirect instances of
costs of the program represent tools not only in the financial aspect, but also because
different tools might have helped participants to overcome this barrier while enrolled in
the program. Participant 2 explained that during the program, he shifted the financial and
investment responsibilities to his wife because his role changed at work. This also
allowed him to focus more on the program and dissertation. Other participants shared that
there were competing financial priorities that caused challenges and tensions. Participant
3 mentioned that he had to drive between cities to attend to his personal affairs which
included being physically present for certain aspects of the program. Similarly,
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participant 9 shared that he had to fly to and from California from Kazakhstan, which
also presented a financial barrier. Other direct costs for the program mentioned by
participants include the cost of textbooks and digital software. To this, some students
chose to purchase Kindle or Amazon accounts in the hopes of sharing digital textbooks,
which was a lesser cost than hardcover textbooks.
Indirect costs of the program might have included hiring a dissertation editor or
coach. Participant 12 shared that the there was a financial barrier in the beginning of the
program. This financial cost was carried over into her dissertation writing as she needed
to hire a professional editor. She explained that she needed to have a conversation with
her husband about the additional financial cost (see Figure 18).
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Figure 18. A screenshot of a participant’s invoice from a professional dissertation editor
demonstrating an indirect cost for the program.

This invoice demonstrates one of the many indirect costs of the program that nonnative
English-speaking students may incur if they struggled with writing. For example, there is
a reoccurring cost of $687.00 every month coupled with the expectation that it takes 18
months to complete the dissertation. This suggests that for a nonnative English-speaking
student to be successful by using a professional editor on a monthly basis, there is an
additional cost of $12, 366.00 throughout the doctoral journey. Native English speakers
who do not struggle with writing may not have this additional and indirect cost. The price
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of tuition coupled with the costs of textbooks, transportation, and a writing editor are all
forms of indirect and direct costs may present financial challenges for students in the
program.
Academic Supports
Participants shared different academic supports that were leveraged for success
during the dissertation or program. There were three academic support themes that
included opportunities to connect with a dissertation support community. Developing a
process to use various technologies and access to a variety of communication and
feedback modalities were also academic supports. To triangulate data, artifacts were
collected from participants and included in this section to ensure validity of responses.
AT Community
The most cited academic support that participants shared included opportunities to
connect with a dissertation support community for advice and guidance. Examples from
participant interviews revealed that the dissertation support community consisted of
different groups including previous students who completed the program and current
students (e.g., thematic or cohort members). Participants also considered specific
university personnel as part of a dissertation support community. These individuals
included librarians, dissertation committee members, dissertation chairs, specific faculty
members, and cohort mentors. In the AT system, these individuals represent the academic
community, but can also be categorized into specific communities such as alumni,
faculty, and staff.
Opportunities to connect with a dissertation support community for advice
and guidance. This theme occurred in 38 instances across all 15 participant interviews.
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Many participants spoke to the academic benefits of having access to someone who
completed or were ahead of them in the doctorate program. These alumni had recently
experienced what current students were on-track to encounter in the program, so they
were in a perfect position to provide advice, guidance, and mentorship. Participant 1
shared that part of her academic support community included students that finished ahead
of her, so she made it a point to connect with them whenever possible. Participants shared
that this guidance and support was delivered in person, through text message, over the
phone, or through email (see Figure 19).

Figure 19. A screenshot of an email between an alumnus and a current student.

In addition to receiving academic support from previous students, participants shared that
there was a benefit to going through the program alongside peers. The doctorate
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program’s design at this university allows for a cohort model wherein students from the
same geographic area enroll in the same courses and progress through the program
together. Students may also get the opportunity to work closely alongside peers if they
are approved to be part of a thematic dissertation. Briefly, this model allows a group of
students to work with the same general dissertation topic, but they tailor the population
demographic and sample to their specific study. Participant 1 shared that she had great
success working with her thematic group because they were all driven to finish their
dissertations. Likewise, participant 10 described her interactions with her cohort as
positive as she was alongside peers who experienced the same struggles she was.
Participant 2, 13, and 15 explained that their cohort members provided advice and
guidance for them through both their dissertations and the doctorate program in general.
Another academic support that students cited were university personnel who they
considered part of a dissertation support community. Participant 11 explained that she
worked with librarians at the university who provided “immense” help with her research
and writing process. Other participants described the role of their committee members,
dissertation chairs, and cohort mentors and invaluable through their time in the program.
Their feedback was critical to guiding students from developing a research topic to
investigating their specific inquiry. These groups of university personnel also include
faculty and staff members. Participant 9 explained that specific professors “went above
and beyond their job descriptions to help me succeed.” Participants shared that faculty
and staff were always willing to meet on and offline to ensure students were in the best
position possible to succeed while working on their dissertations.
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It is clear to see that the dissertation support community is quite complex as it
involves faculty, staff, alumni, and other university personnel. This network represents
just how important the role of community is in terms of both the AT system, but also
regarding doctoral students’ success with their dissertations.
AT Tools
During the interviews, participants shared different resources that benefited them
during the dissertation process. Some of these tools and digital resources were included
as either writing support or organizational instruments, but this section will elaborate on
students’ use of technologies that were introduced during coursework.
Developing a process to use various technologies that meet individual needs.
This theme occurred in 27 instances across 14 participant interviews. Many participants
spoke to the benefit of using EndNote. As mentioned previously, this digital software is
designed to track and organize research which students consult during the dissertation
process. Participant 4 shared, “I purchased [EndNote] that weekend, and I used it to
organize all my articles. It came in handy especially during chapter two when you forget
to cite during the references part.” Another digital tool that students mentioned was
NVivo. Again, this software is introduced as part of coursework, but students are
encouraged to use it to code and organize their data while writing their dissertations.
Participants that designed qualitative studies shared that they relied heavily on NVivo to
track frequency counts and other information (see Figure 20).
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Figure 20. A screenshot of a participant’s NVivo data repository.
In addition to EndNote and NVivo, participants also used other university applications
and programs to support them during their dissertations. Participants noted having access
to Blackboard, Digital Commons, Adobe Connect (i.e., the university now uses Zoom),
the Leatherby Library, and the university’s Online Writing and Math Center were all
supports propagated by the university.
From participants’ accounts, it appears that it is beneficial to introduce these
technologies during coursework. This is especially true for digital tools that are used to
write and organize research as part of the dissertation process.
AT Community
During the interviews, the researcher noticed that participants received feedback
in a variety of ways from different groups. Coded in the AT systems as community,
participants shared that academic support came from a variety of sources including
faculty, staff, university programs (e.g., OWMC). Specifically, dissertation chairs, cohort
mentors, and writing tutors communicated feedback over the phone, through text
message, email, and through virtual sessions held in either Adobe Connect or Zoom.
Access to a variety of communication and feedback modalities. This theme
occurred in the data in 16 instances across 13 participant interviews. The feedback and
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communication that students described may have included individualized support or
general support from a community member. For example, Participant 5 shared, “my
dissertation chair was amazing. He was very critical, but in such a positive way.” Other
participants spoke generally that they received support through their dissertations through
a variety of modalities. Many stated that university personnel were always willing to
meet with them, which made them feel supported through this part of the doctoral
journey.
Academic Barriers
Participants described different barriers that created challenges during the
program. There were two academic barrier themes that extended from a need for more
norming of communications from university personnel to a need for more consistent use
of organizational, scheduling, and planning tools. To triangulate data, artifacts were
collected from participants and included in this section to ensure validity of responses.
AT Rules
The most cited academic barrier that participants shared was a need for more
norming of communications and expectations with university personnel. Although
undesired, this theme was included as a rule in the AT system because participants
explained that the challenges associated with this barrier prevented them from
progressing through the program. Participants shared that there was a need for more
norming of communications and expectations with dissertation chairs, thematic groups,
and cohort members.
A need for more norming of communications and expectations with
university personnel. This theme occurred in the data in 24 instances across 10
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participant interviews. In terms of communication with her dissertation chair, participant
13 shared that she was the first candidate that her chair had worked with. This created
tensions between student and chair that were a product of the situation. Participant 13
also explained that although there were tensions and struggles between her and her chair,
their workflow and process improved as they worked more closely together. Likewise,
participant 2 had a similar experience with his university personnel as he felt there was
pushback on his dissertation topic of study. He shared, “it took a while for my chair,
committee, and cohort mentor to approve my study. Because it wasn’t exactly a topic
from the school of education.” Similar to participant 13, this is another example where a
student had a singular experience with university personnel which was perceived as
barrier and challenge.
Another example where participants felt more norming of communications and
expectations was necessary was with their thematic and cohort members. Participant 6
explained that she felt like her thematic were “in silos.” She elaborated that there were
pockets of support in the thematic group, but that there was a need to clarify expectations,
which would have confidence and feeling supported. Participants 8 and 14 had similar
experiences with their cohort members in that they described not fitting in with their
peers. They felt that it was a struggle to synthesize ideas and communicate with their
peers, which ultimately made the program more challenging.
Participant accounts speak to the need for more norming of communications and
expectations between university personnel and students. Although participants were able
to graduate with their degree, they felt as if the lack of clarity presented challenges for
them both during dissertation writing and in the program.
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AT Tools
The last academic barrier that participants shared was a need for more consistent
use of organizational, scheduling, and planning tools. Mirroring the organizational tools
support theme, participants’ accounts implied that tensions in the program arose from a
lack of organization and clarity. This theme was categorized as a tool in the AT system.
A need for more consistent use of organizational, scheduling, and planning
tools. This theme occurred in the data in 18 instances across 11 participant interviews.
The first concern students had was that university programs were organized in, what
some consider, a non-linear approach. The CAG (as mentioned previously), the approach
to the dissertation, as well as the resources from the OWMC all fall under the topic of
academic programs. Although the organization of course content and the dissertation
steps make sense to university personnel, this may not be ideal for some students. Some
participants shared that their response to make sense of this was to organize their own
planners and calendars for the program. Participant 1 described some modules in the
program as “cumbersome or redundant,” but ultimately succeeded by creating an
academic calendar with her cohort members. Dually, Participant 9 shared:
The only problem I had with the Online Writing and Math Center was having to
have the assignment [ready] very early before its due. I think they require, I think,
three to four days before we get a response. So, that was kind of a barrier to me, I
had to resort to other people, just so I can get proper and immediate help with my
writing.
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Here, one can see the challenge participant 9 expressed in his account in working with the
OWMC. This example further demonstrates the need for more organizational,
scheduling, and planning tools to better take advantage of the OWMC’s guidelines.
Next, participants mentioned challenges with navigating possible time changes,
geographic distances, and meeting schedules from the doctorate program and university.
These examples are valid in that they reflect the barriers and challenges those students
had to navigate while completing the program. Although this theme may be related to the
need for more norming of communications and expectations (i.e., rules), these examples
also speak to a need for more organizational, scheduling, and planning resources (i.e.,
tools).
Unexpected Themes
The aim of this study was to use the AT framework to identify and describe the
personal and academic barriers and supports of multilingual doctoral alumni at private,
non-profit university in California. Interestingly, there were unexpected patterns that
arose from participant interviews. These instances were included as unexpected findings
and were categorized into three themes (see Table 4).
Table 4
Unexpected Themes, Sources, Frequencies, and Corresponding AT Domains
Themes for Unexpected Findings

Source

Frequency

AT
Domains

Creation of self-rules for success

9

22

Rules

Self-identified presence of grit or intrinsic

15

16

Rules

3

3

Community

motivation
Faith-based and spiritual support
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Each of the three themes was then categorized using the AT framework to understand
how participants leveraged them during their time in the doctorate program. The first
unexpected finding was the creation of self-rules for success (i.e., AT rule). The second
unexpected finding was the self-identified presence of grit and intrinsic motivation (i.e.,
AT rule). The third unexpected finding was the role of faith-based and spiritual support
(i.e., AT community). This section will discuss participants accounts in context of the
three unexpected findings. To triangulate data, artifacts were collected from participants
and included to ensure validity of responses.
AT Rules
Most participants shared that some of the rules they leveraged for success in the
program included regulations, customs, or guidelines they imposed on themselves.
Participants’ self-rules for success included time management and organizational rules,
the creation of family rules, and rules to keep schoolwork and personal life separate.
Creation of self-rules for success. This theme appeared in the data in 22
instances across 9 participant interviews. The first self-rule that participants alluded to
was the creation of time management and organizational rules. Participant 1 put it plainly
stating, “rules I created for myself was scheduling time.” The need to balance busy
schedules and find more time to write seemed to be the consensus among participants
(see Figure 21).
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Figure 21. A screenshot of a participant’s calendar from their phone demonstrating the
use of detailed reminders as a self-rule for organization.

As mentioned in the organizational tool discussion, participants used a variety of digital
and analog instruments to help them fulfill their self-rules. These self-rules are critical to
nonnative English-speaking students’ success in a doctorate program as they serve to not
only create reminders, but they are ways to ensure follow-through. Participant 10
explained that she did not consider self-regulation a rule, but more of a necessary step for
her to succeed in the program. Another form of self-rule, participant 5 shared that she had
to make sacrifices to succeed in the program, which was her form of self-regulation. She
said:
I never gave myself the freedom or the luxury of anything because I had to still
hold myself accountable for being a wife, a mother, a daughter, a sister- all of
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these obligations. You still have to commit and follow through no matter how
hard your personal quest was. So, you know, pursuing the doctoral degree was a
personal quest of mine.
Many participants mentioned having competing priorities while writing their
dissertations. Like participant 5, participant 15 shared a strategy for success for him was
to organize all his syllabi so that he was aware of program deadlines.
The second form of self-rules included family rules, or rules that were imposed on
the family by the participant. Participant 12 explained that she put a rule on her
relationship as she explained to her fiancé that he is not going to be number 1 in her life.
She elaborated that she also mentioned to him that she was not going to put him first
because she had to finish her degree. Similarly, participant 15 explained that he had to sit
down with his family to explain his self-regulated schedule going into the doctorate
program. He shared, “I would talk to my daughters, I would hang out with them first.
When seven o’clock hit, I had to stop whatever I was doing and start writing. I had to be
very consistent to be successful in the program.” From what was shared from participant
interviews, it appears that most family members were understanding of these rules
although they may have changed the dynamic of the household. Other participants shared
that they had to impose weekly rules in their family; participant 5 discussed the
importance of weekly family dinners with her family and participant 15 explained that his
only chore was to take out the trash every week. Accounts like depict the level of
dedication participants had in creating self-rules that involved the dynamic with their
families.
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A last self-rule that was identified in participants’ responses was the need to
separate school from personal life. Participant 13 explained that she created a rule so that
her schoolwork did not interfere with her home life. She admitted that the two did
intersect, but that she typically dedicated her weekends to write. Conversely, participant
14 took a more literal approach in sharing that he “sacrificed his social life” altogether to
dedicate time to his dissertation. Likewise, participant 5 explained that she only saw her
friends once a year. These accounts, although drastic to some, were self-imposed to
ensure that participants had the bandwidth and flexibility to succeed in the program.
AT Rules
The next unexpected finding was the self-identified presence of grit or intrinsic
motivation. All participants mentioned that completing their doctorate was motivated by
some level of tenacity. Dually, grit is defined as the passion and perseverance to achieve
one’s goals (Hill et al., 2014). The term grit was either explicitly named by participants or
it was described as intrinsic motivation, determination, or drive.
Self-identified presence of grit or intrinsic motivation. This theme occurred in
the data in 16 instances across all 15 participant interviews. Table 5 below shows
participants and the corresponding term they used when referring to their internal drive
and determination.
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Table 5
Participant and Personal Form of Grit or Intrinsic Motivation
Participant

Form of Grit or Intrinsic Motivation

Participant 1

“Drive”

Participant 2

“Intrinsic Motivation”

Participant 3

“Type A”

Participant 4

“Grit”

Participant 5

“Personal Quest”

Participant 7

“ganas” (Spanish)

Participant 8

“Fire”

Participant 9

“Aptitude”

Participant 10

“si, se puede/ tu puedes” (Spanish)

Participant 11

“Grit”

Participant 12

“Grit”

Participant 13

“Type A”

Participant 14

“Self-Confidence”

Participant 15

“Grit”

Although this study did not consider the presence of grit or intrinsic motivation in the
research questions, participants shared that this was a form of personal support that
motivated them to complete the program. Participant 11 shared that she loves the term
grit and that she thinks of herself as “gritty.” Likewise, participant 13 described her “type
A” personality in that she always strives to finish what she begins. Using the Spanish
words “ganas” and “si, se puede,” participants 7 and 10 shared that their perseverance
came from ties to their culture and upbringing. These examples demonstrate the strong
desire participants had in wanting to complete their dissertations at the program.
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In discussing grit and intrinsic motivation with participants it became clear that
some knew right away that they had an internal motivating factor. For others, it was
explained that they found their footing and drive as they continued to succeed in the
program. There may have been instances throughout the program where participants were
exposed to concepts that resonated with high achievers. Examples of this exposure might
include presentations shared during cohort meetings, committee discussions, or thematic
group conversations. Whether or not participants were exposed to concepts of grit or
intrinsic motivation when they started the program is unconnected to the fact that they
leveraged this internal rule to succeed during the program. Again, variations of this
language were cited by all 15 participants, which signifies that although this was an
unexpected finding, it is relevant to nonnative English speakers’ success in a doctorate
program.
AT Community
The final unexpected finding was themed as faith-based and spiritual support.
This theme was categorized as community in the AT system but may also overlap with
rules. The community in this sense would refer to religious groups or collectives
including the church or religious practitioners.
Faith-based and spiritual support. This theme occurred in the data in 3
instances across 3 participant interviews. In addition to attending church or mass,
participants shared that they referred to scriptures during their time in the program as a
form of spiritual support. Participant 3 explained that he had copies of biblical scriptures
in his doctoral textbooks and folders. He would reference these passages to guide him
through challenging moments. He also mentioned that he “leaned on” these scriptures to
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find balance in life between his competing priorities. Moreover, participants 5 and 10
spoke of spiritual connections as part of their culture and upbringing. The presence of
religion in their childhoods served as a cornerstone to which they could turn throughout
difficult points in the program. Participant 10 elaborated sharing:
So, I think it’s a combination of cultural and spiritual. [It’s] a part of our family
where, you know, the bible verses stating, ‘I can do all things through Christ.’ I
heard it through my entire childhood, so I think it’s a combination of cultural and
faith that has really helped to establish in myself, and my siblings, that there’s
nothing we can’t do.
These instances demonstrate the broad supports those participants leveraged for support
in the program. Though the study’s aim was not to explore the role of faith, spirituality,
and religion in the lives of students, some participants did consider these elements
necessary in their journey to complete their dissertations and the doctorate program.
Summary
This chapter began with a restatement of the purpose statement, central research
question and sub-questions, research methods and data-collection procedures, population,
and sample. This chapter presented the four main areas from which the barrier and
support themes were categorized. The unexpected findings were discussed as well.
Barriers and supports were categorized using the AT framework to demonstrate how
these interrelated variables affect and influence participants’ experiences with the
dissertation and in the doctorate program.
From what participants shared, there were four personal support themes and three
personal barrier themes. There were also three academic support themes and two
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academic barrier themes. Finally, there were three unexpected findings that arose from
participant interviews. Although it was not the aim of the study to discuss these
unexpected themes, they were included in this chapter to demonstrate the variety of
barriers and supports those participants experienced during their time in the doctorate
program. After coding and identifying each theme, the researcher organized them using
the four corresponding categories of AT (e.g., rules, community, division of labor, and
tools). This consistent structure that was used for the framework described the
participants (i.e., students) as the subjects. In this activity system, subjects work toward a
completing their dissertations (i.e., object) to complete their Doctorate in Education
program (i.e., outcome).
Chapter V presents a summary of the study. This includes presenting major
findings, unexpected findings, and conclusions. The implications for action will also be
discussed. Lastly, this final chapter includes recommendations for further research,
concluding remarks, and reflections.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Overview
The purpose of this phenomenological study was to explore the personal and
academic barriers and supports of multilingual doctoral alumni at a private, non-profit
university. This study used the Activity Theory framework to examine the barriers and
supports in the context of participants’ time in a doctoral program.
A sample of 15 participants who completed their doctorate at a private, nonprivate university were included in this study. Participants experienced personal barriers
and leveraged supports while writing their dissertations. Dually, participants described
academic barriers and supports as part of their dissertation and overall doctoral journey.
This chapter includes a summary of the study’s purpose as well as the research
question and sub-questions. Chapter V also presents the major findings, unexpected
findings, conclusions, and implications for action. The chapter ends with
recommendations for further research, concluding remarks, and reflections.
Purpose Statement
The purpose of this phenomenological study is to use Activity Theory to identify
and describe the personal and academic supports of multilingual doctoral alumni at a
private, non-profit university in California.
Research Question
What are the personal and academic barriers and supports of multilingual doctoral
alumni at a private, non-profit university in California?
Research Sub-Questions
1. In the areas of Rules, what are the barriers and supports of multilingual
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doctoral alumni previously enrolled in the doctorate program of a private,
non-profit university?
2. In the areas of Community, what are the barriers and supports of multilingual
doctoral alumni previously enrolled in the doctorate program of a private,
non-profit university?
3. In the areas of Division of Labor, what are the barriers and supports of
multilingual doctoral alumni previously enrolled in the doctorate program of a
private, non-profit university?
4. In the areas of Tools, what are the barriers and supports of multilingual
doctoral alumni previously enrolled in the doctorate program of a private,
non-profit university?
Activity Theory
Activity Theory was the framework used to examine the barriers and supports
those multilingual doctoral students described. This is a descriptive framework which is
used to objectively identify the role of interconnected domains, or tensions. The major
and unexpected findings in this section were developed from themes in participant
responses. Briefly, while AT is the appropriate model to separate the complex tensions in
an activity system, this framework is not predictive. This fact implies that the findings of
the study do not necessarily support assertions from the AT framework because this is not
the intent of the framework to begin with. They do, however, demonstrate the complex
and interwoven network that multilingual, nonnative English-speaking students are a part
of.
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In relation to the AT framework, the series of major and unexpected findings imply
that nonnative English-speaking students encounter a variety of personal and academic
barriers which represent tools and rules in the AT activity system. Furthermore, these
same students described personal and academic supports as tools, division of labor,
community, and rules in the AT activity system. Each major and unexpected finding is
linked to its corresponding AT domain in the following section.
Organization of the Study
The research sub-questions were included in the study to add deeper
understanding of the central research question. By answering the sub-questions, one is
able to answer the central question which deals with identifying and describing the
barriers and supports those multilingual doctoral students experienced. Dually, this layout
demonstrates the importance of separating out individual questions as they relate to
specific personal and academic AT domains. The study was organized this way to
address the overall phenomenon of the study.
Major Findings
Following data collection, and using the AT framework to provide context, the
researcher made a series of findings. There were nine major findings that came about in
the study and three unexpected findings. The 12 findings are as follows:
Major Finding 1: Frequent Access to Writing Tools Helps ML Doctoral Students
Finish their Dissertations
One of the major findings that appeared in 14 of 15 (93%) participant responses
was frequent access to writing tools helps multilingual doctoral students finish their
dissertations. These writing tools included digital writing instruments such as Grammarly
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or other grammar, spelling, and punctuation feedback software. For nonnative English
speakers, tools like these seem to be critical for writing at such a high level. Participants
also used analog writing tools to finish their dissertations. Some of these examples
included the use of sticky notes or highlighters. Some participants considered these
writing tools while others categorized them as organizational support tools. Not only did
participants speak to having access to digital and analog tools, but some also referenced
different individuals as writing support tools. Some of these individuals included writing
editors, coaches, or writing tutors from the tutoring center. It should be noted that this
finding demonstrates that it is not enough for participants to have access to these writing
support tools, but that they are used on a regular basis. In the AT framework, this finding
would be categorized as a tool which aligns explicitly with what participants shared.
Major Finding 2: Frequent Access to Organizational Tools Helps ML Students
Navigate the Doctoral Program
Another major finding from the data that appeared in 9 of 15 (60%) participant
responses was frequent access to tools that supported organizing, scheduling, and
planning helps participants navigate the doctoral program. These organizational and
planning tools assisted by helping to keep track of deadlines and timelines. Participants
also shared that there was a benefit to reorganizing information into linear categories.
Some examples of organizational, scheduling, and planning tools include the use of
Endnote, NVivo, and Google suite tools. These digital applications encourage users to
structure content in a way that is logical and accessible. These tools seem to be an
important to making sense of the academic intricacies and scholastic complexities
associated with a doctoral program. Participants also described analog organizational
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tools such as the use of poster boards, highlighters, or journals. Although some
participants considered these to be writing support tools, some referred to them as
organizational, scheduling, and planning instruments. This finding demonstrates that
nonnative English-speaking students benefit from the consistent use of organizational
tools, scheduling, and planning tools in a doctoral program. In the AT framework, this
finding would be categorized as a tool which aligns explicitly with what participants
shared.
Major Finding 3: Personalized Support From an Invested Person Helps ML
Students Succeed in the Doctoral Program
Another finding that appeared in 14 of 15 (93%) participant responses was
personalized and individualized support from an invested person helps students succeed
in the doctoral program. Participants described personalized support from a friend or
family member as well as from a professional editor or coach. Accountability partners
were also considered invested, trusted individuals. Participants shared that these
individuals provided personalized support that met unique needs. For example, support
from an editor might include receiving dedicated writing feedback. Support from friends
or family might include motivational support or acts of service such as, for example, baby
sitting or completing chores around the house. Participants described a sense of shared
responsibility from accountability partners which served as motivation to complete their
dissertation and the program. This suggests that nonnative English-speaking students
completing a doctoral program rely heavily on the support of individual members form
their personal communities. In the AT framework, this finding would be categorized as a
division of labor which aligns explicitly with what participants shared.
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Major Finding 4: Empathy from Colleagues, Friends, and Family Helps ML
Students Succeed in the Doctoral Program
An additional finding that appeared in all 15 of 15 (100%) participant responses
was empathy from close colleagues, friends, and family helps multilingual students
succeed in the doctoral program. Unlike support given from a specific person, this
finding demonstrates that students’ personal support communities have an integral role to
their doctoral journey. The presence of intimate understanding from close relationships
may be more salient because for many nonnative English speakers, work and social
relationships are interwoven with culture. Participants gave insight that there were
strained relationships if members of their personal support communities did not, for
example, understand the rigor of the doctoral program. Conversely, participants also
spoke to the tension and anxiety they felt in trying to keep their doctoral journey a secret
from community members who may not have approved. In the AT framework, this
finding would be categorized as community which aligns explicitly with what
participants shared.
Major Finding 5: Many ML Students Feel Unprepared for the Academic Rigor of
Doctoral Journey
Although not unanimous across the data, another finding that appeared in 11 of 15
(73%) participant responses was many multilingual students feel unprepared for the
academic rigor of the doctoral journey. Participants described feelings of anxiousness and
stress either when they first began the doctoral program or during the dissertation writing
process. Some participants referred to this as imposter syndrome. Two main reasons for
feeling unprepared for the program included returning to school after many years and the
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level of academic English required for the program. The role of a perceived language
barrier also presented challenges for some participants. In the AT framework, this finding
would be categorized as a rule which aligns explicitly with what participants shared.
Major Finding 6: Many ML Students Struggle with the Costs of the Doctoral
Program
A finding that appeared in 7 of 15 (47%) participant responses was many
multilingual students struggle with the indirect and direct financial costs of the doctoral
program. Participants mentioned that tuition and the costs of textbooks were financial
challenges. Although these were considered direct costs of the program, indirect costs
such as travel, dissertation support tools, and writing editors were also described as
financial barriers. Although participants were able to cover the direct and indirect
expenses for the program, some shared that this process created unexpected stress for
them. In the AT framework, this finding would be categorized as a tool which aligns
explicitly with what participants shared.
Major Finding 7: Opportunities to Connect with a Variety of Doctoral Students
Helps ML Students Complete their Dissertations
A finding that appeared in all 15 of 15 (100%) participant responses was
opportunities to connect with individuals who have previously completed or who are
concurrently completing their doctorate helps multilingual students complete their
dissertations. Participants considered the advice and guidance of doctoral alumni or
current students to be of great value to them during their own doctoral journey. For
example, participants described the benefits to working closely with faculty members
who imparted wisdom from their time in a doctoral program. Some participants shared
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that their boss or coworker was completing a doctoral degree at the same time they were.
Likewise, other participants spoke to the camaraderie they felt in completing their
dissertations alongside peers in their cohorts. These examples demonstrate the benefit of
having a shared experience among doctoral students. In the AT framework, this finding
would be categorized as community which aligns explicitly with what participants
shared.
Major Finding 8: Clear Communication from a Dissertation Committee Helps ML
Doctoral Students Finish their Dissertations
A finding that appeared in all 15 of 15 (100%) participant responses was clear
communication of expectations and feedback from a dissertation committee helps
multilingual doctoral students finish their dissertations. The dissertation committee is
comprised of a dissertation chair, supporting faculty members, and a cohort mentor.
Participants described the feedback and guidance from these university personnel as
perhaps the most critical to their success in writing the dissertation. Each step of the
dissertation journey can be complex in terms of having to navigate deadlines, timelines,
and expectations for writing. By maintaining transparent communication with dissertation
chairs, committee members, and cohort mentors, participants felt as if they knew what to
expect next. Conversely, there were few participants who spoke to the challenges of
working with, for example, an inexperienced dissertation chair. In the AT framework,
this finding would be categorized as community or tools which align explicitly with what
participants shared.
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Major Finding 9: Varied Feedback Helps ML Doctoral Students Finish their
Dissertations
A finding that appeared in 13 of 15 (87%) participant responses was varied
feedback helps multilingual doctoral students finish their dissertations. Participants
mentioned that they were able to better assess how to complete various sections of the
dissertation after having worked with a variety of feedback sources. Examples of
supports included feedback given from dissertation chairs, supporting committee
members, cohort mentors, professional writing editors, and writing tutors from the
university’s tutoring center. In addition to receiving feedback from a variety of sources,
participants also explained that feedback was given through a variety of modes including
in-person conversations, phone calls, emails, text messages, and virtual meetings. In the
AT framework, this finding would be categorized as community or tools which align
explicitly with what participants shared.
Unexpected Findings
The researcher found three unexpected findings in the data. The unexpected
findings include the self-identified presence of grit, the creation of self-rules, and the role
of faith-based or spiritual support. The three unexpected findings are as follows:
Unexpected Finding 1: Focusing on One’s “Why” was Essential for ML Doctoral
Students to Feel Connected through the Dissertation Process
The first unexpected finding that appeared in all 15 of 15 (100%) participant
responses was focusing and understanding one’s “why” helps multilingual doctoral
students feel connected through the dissertation process. In this context, one’s “why” is
likened to feelings of grit or intrinsic motivation as all are related to self-actualized
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perseverance and autonomy. Participants described an internal drive which gave them the
courage to pursue and succeed in a doctoral program. Other participants explained that
their reasoning for wanting to complete a doctoral degree may not have been motivated
by money or professional mobility. Participants also commented that they have always
considered themselves to be high achievers. This unexpected finding may demonstrate
that nonnative English-speakers pursuing a doctoral degree possess the courage and
resolve to be successful as informed by their multi-linguistic or cultural experiences. In
the AT framework, this finding would be categorized as a rule which aligns explicitly
with what participants shared.
Unexpected Finding 2: The Creation of Self-Rules was Critical for Helping ML
Doctoral Students to Scaffold the Dissertation Process
A second unexpected finding that appeared in 9 of 15 (60%) participant responses
was the creation of self-rules was critical for helping multilingual doctoral students to
scaffold the dissertation process. Many participants spoke to the fact that they needed to
create rules for themselves which were then implemented into their workplace or home
life. These rules were categorically created to give participants the time and bandwidth to
focus on their doctoral studies. In the AT framework, this finding would be categorized
as a rule which aligns explicitly with what participants shared.
Unexpected Finding 3: Spiritual Support was Instrumental for Helping Many ML
Students to Stay Motivated During the Doctoral Journey
A last unexpected finding that appeared in 3 of 15 (20%) participant responses
was spiritual or faith-based support was instrumental for helping many multilingual
students to stay motivated during the doctoral journey. Although not all participants
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spoke to relying on spiritual or religious support during the doctoral program, those who
did mentioned specific scriptures or aphorisms they reread during their doctoral journey.
In the AT framework, this finding would be categorized as community or a rule which
aligns explicitly with what participants shared.
Conclusions
Based on the findings of this study, the researcher gleaned a series of conclusions
which give deeper understanding into the personal and academic barriers and supports
those multilingual doctoral students experienced.
Conclusion 1: ML Doctoral Students Must Master Technologies that Help with
Dissertation Writing
One of the findings of this study was that frequent access to writing tools helps
multilingual students finish their dissertations. Based on this finding, it can be concluded
that in order for multilingual doctoral students to be more concise, precise, and direct in
their dissertations, they must master these technologies. The use of new technologies
requires a loading or troubleshooting period before it can be mastered. Therefore, it is
concluded that multilingual doctoral students must try to overcome this loading period as
soon as possible in the hopes of mastering writing support tools by the time they begin
writing their dissertations. A less efficient goal would be to troubleshoot these
technologies while concurrently writing the dissertation. It should be noted that
participants spoke to the fact that their writing process was greatly benefitted once they
mastered technology.
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Conclusion 2: ML Doctoral Students Must Use a Variety of Tools that Help with
Organizing and Scheduling
Another finding of this study was that frequent access to tools that supported
organizing, scheduling, and planning helps multilingual students navigate the doctoral
program. Based on this finding, it can be concluded that in order for multilingual doctoral
students to be more organized in the program, they must use a variety of organizational,
scheduling, and planning tools. The data demonstrated that participants used different
digital and analog tools to stay organized during the doctoral program. However, it can be
concluded that using a variety of these tools will encourage nonnative English-speaking
students to schedule, plan, and balance their academic, professional, and personal
priorities more effectively. By using organizational instruments across digital and
physical platforms, students can better autonomize.
Conclusion 3: ML Doctoral Students Must be Intentional in Identifying an
Accountability Partner
A third finding of this study was that individualized and personalized support
from an invested person helps multilingual students succeed in the doctoral program.
Based on this finding, it can be concluded that in order for multilingual doctoral students
to succeed in the program, they must be intentional in identifying an accountability
partner. The individual that serves as an accountability partner must have clear
transparency and understanding when working alongside the student. Participants have
described accountability partners as family members, friends, cohort peers, or coworkers.
From the data, writing editors, coaches, dissertation chairs, and cohort mentors can also
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be thought of as accountability partners. It can be concluded that this person is intentional
with identifying weaknesses as well as supporting the individual needs of the student.
Conclusion 4: ML Doctoral Students Must be Intentional in Identifying a
Diversified Support Network
A fourth finding of this study was that empathy from close colleagues, friends,
and family helps multilingual students succeed in the doctoral program. Based on this
finding, it can be concluded that in order for multilingual doctoral students to feel
supported in the program, they must be intentional in identifying a diversified support
network. Undertaking a doctoral degree can be a strenuous academic feat for which
students may feel unprepared. By creating strong relationships and bonds with different
members in a support network, students are able to regularly seek out guidance, advice,
and mentorship from key community groups. In context, participants may have been
unsupported from a family member, but found empathetic support and understanding
from close colleagues or friends.
Conclusion 5: ML Students Must Cope with Their Perceived Anxiety about the
Doctoral Program
A fifth finding of this study was many multilingual students feel unprepared for
the academic rigor of the doctoral journey. Based on this finding, it can be concluded that
in order for multilingual students to feel prepared for the program, they must find ways to
manage and cope with their perceived anxiety about starting a doctoral program. Tied to
the need for a strong support network (i.e., conclusion 4), participants described having
feelings of fear and anxiousness about starting and continuing the doctoral program.
Some participants shared that these negative feelings dissipated during their dissertation
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writing when they began to understand that they belonged. By understanding, managing,
and coping with these negative feelings, nonnative English-speaking students can more
effectively immerse themselves into doctoral-level curriculum without feeling separate
from it.
Conclusion 6: ML Doctoral Students Must Explore a Variety of Financial Aid
Opportunities
A sixth finding of this study was that multilingual students struggle with the
indirect and direct financial costs of the doctoral program. Based on this finding, it can be
concluded that in order for multilingual students to afford the program, they must explore
a variety of financial aid and funding opportunities. Although the pursuit of a doctoral
degree is considered a costly endeavor, the financial strain of hiring a dedicated writing
editor and coach may be challenges specific to nonnative English speakers. The
opportunity to have access to a variety of financial aid resources that cover either the
direct or indirect costs of the program would provide a solution to students. These
financial aid and funding opportunities may include grants and scholarships but can also
cover different graduate student loan plans.
Conclusion 7: ML Students Must Forge Relationships with Individuals Familiar
with the Doctoral Process for Guidance and Mentorship
A seventh finding of this study was opportunities to connect with individuals who
have previously completed or who are concurrently completing their doctorate helps
multilingual students succeed in the doctoral program. Based on this finding, it can be
concluded that in order for multilingual students to receive the appropriate guidance in
the program, they must forge relationships with individuals familiar with the doctoral
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process for guidance and mentorship. The doctoral journey from coursework to
dissertation can be complex not only in terms the academic rigor but also because of the
design of the program. By initiating and maintaining relationships with those who are
familiar with the doctoral journey, current students will be in an advantageous position to
ask questions, seek guidance, and gain understanding.
Conclusion 8: ML Doctoral Students Must Maintain Frequent Communication with
a Dissertation Committee to Diversify Perspectives and Perceptions
An eight finding of this study was clear communication of expectations and
feedback from a dissertation committee helps multilingual doctoral students finish their
dissertations. The dissertation committee is comprised of a dissertation chair, supporting
faculty members, and a cohort mentor. Based on this finding, it can be concluded that in
order for multilingual students to get comfortable with the dissertation process, they must
maintain frequent communication with all members of the dissertation committee to
diversify perspectives and perceptions. These network of support serves not only to
provide direct feedback to doctoral students, but also acts as a pathway for students to
receive diversified feedback on their research and writing. Using a variety of
communication modes is also encouraged.
Conclusion 9: ML Doctoral Students Must have Access to Differentiated Feedback
Sources and Modes
A ninth finding of this study was varied feedback helps multilingual doctoral
students finish their dissertations. Based on this finding, it can be concluded that in order
for multilingual students to improve their dissertation writing process, they must have
access to differentiated and feedback from dedicated sources and modes. Because the
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dissertation writing process can be complex, it is beneficial to nonnative Englishspeaking doctoral students to consult with dedicated content experts to best meet
individual needs. This support includes receiving feedback from doctoral faculty such as
dissertation chairs, support committee members, and cohort mentors. However, this also
means encouraging the use of writing editors and writing tutors. Each of these supports
offers writing and consolation feedback in a different mode ranging from in-person and
virtual meetings to phone calls, emails, and text messages. This range of support is a
benefit to multilingual students completing their doctoral degree.
Conclusion 10: ML Students Must Routinely be Grounded in their Motivations for
Doctoral Study
The first unexpected finding was focusing and understanding one’s “why” helps
multilingual doctoral students feel connected through the dissertation process. Based on
this unexpected finding, it can be concluded that in order for multilingual students to
succeed in the doctoral program, they must routinely be grounded in their motivation for
choosing to pursue doctoral studies. By focusing on their internal motivation, students
may have a clearer resolve for undertaking the immense work associated with doctoral
studies. Keeping their “why” at the forefront of their minds is one strategy to ensure that
nonnative English-speaking doctoral students are in the best position possible to graduate.
Conclusion 11: ML Students Must Implement Self-Rules Outside of the Doctoral
Program
The second unexpected finding was the creation of self-rules was critical for
helping multilingual doctoral students to scaffold the dissertation process. Based on this
unexpected finding, it can be concluded that in order for multilingual students to dedicate
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time to the doctoral program, they must implement self-rules outside of the doctoral
program. Because so many components of the doctoral program require students to be
fully invested, the only way for students to be able to handle competing priorities is for
them to organize time outside of the program to succeed.
Conclusion 12: ML Doctoral Students Must Consider Various Social Supports for
Counsel
The final unexpected finding was spiritual or faith-based support was instrumental
for helping many multilingual students to stay motivated during the doctoral journey.
Based on this unexpected finding, it can be concluded that in order for multilingual
students to stay motivated in the doctoral program, they must consider various social
supports for counsel. Although not all participants in the study spoke to the role of
religion in their lives, there are benefits to acknowledging the wide variety of social
supports available to doctoral students. Therefore, it may benefit for nonnative Englishspeaking students to consider the type of support that can be provided through intangible
practices such as religious support, spiritual support, and holistic support.
Conclusion 13: Doctoral Programs Must Use Data to Pair ML Students with
Experienced Dissertation Chairs
As evidenced in this study, nonnative English-speaking students may require
additional writing support which their monolingual, native English-speaking counterparts
may not need. These factors may extend the dissertation process for the student, which
also lengthens the time a dissertation chair works with them (i.e., in this study, the
average time required for a student to complete their dissertation was about 14 months).
Therefore, it is necessary for doctoral programs to keep and reference detailed writing
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data so that dissertation chairs who have experience working nonnative English speakers
are able to identify and offer their time and energy without reservation.
It is also recommended that proper support is provided to dissertation chairs who
are working with multilingual students, who likely will require more time and support
from the chair. Although chairs coach and guide students to completing their
dissertations, this process can be lengthened and made more complex for nonnative
English-speaking doctoral students who might have to reassess their writing abilities,
justify the indirect costs of hiring an editor, and navigate various competing priorities.
Some examples of additional support are:
1) Access to software that supports writing and research such as Endnote
2) Access to experienced editors
3) Access to dissertation coaches
4) Access to the Online Writing and Math Center, specifically to tutors who
specialize in helping doctoral-level writing
5) Additional compensation for chairs who take on students who require more
time, beyond the normal limit of dissertation compensation.
The last example is important to note as it relates to issues that surround equity. Since
many of the multilingual students are marginalized populations, properly compensating
the chair, beyond the limit of dissertation compensation, provides the necessary access
and equity to appropriately support nonnative English-speaking students.
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Implications for Action
Considering the findings and conclusions of the study, the researcher recommends
the following implications for action. These recommendations are directed to various
stakeholders in non-profit higher education.
Implication 1: Doctoral Programs Build in Multitiered Support for Technologies
Doctoral programs must build in multitiered support for technologies where
instruction is differentiated to meet the writing needs of each student. By exposing
students to a variety of writing tools, program practitioners can ensure that students have
a variety of tools ready when they begin the dissertation process. There is merit in using a
combination of digital and analog writing tools, and by exposing students to these
resources early on, practitioners can capitalize on students learning modes and
individualized needs. This would require action by the university to fund these efforts.
These are programs and universities that have already accepted and enrolled nonnative
English speakers into their student body, the effort now is to provide a diversified range
of equitable resources to ensure that these students have the tools to succeed.
Implication 2: WASC and NCATE Incorporate Organizational Standards into
Curriculum
Accrediting agencies like Western Association of Schools and Colleges (i.e.,
WASC) and National Council for Accreditation of Teacher Education (i.e., NCATE)
must incorporate organizational learning pillars into non-profit university curriculum.
These commissions hold non-profit institutions to a high standard which speaks to the
investment in the success of students. Part of this academic equation requires that
students be given the resources, instruments, and exposure to different organizational,
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scheduling, and planning tools necessary to be successful in and out of the classroom.
Although the actions of these accrediting agencies will impact all students in the nonprofit sector, these tools and resources will be especially helpful to nonnative Englishspeaking students pursuing their doctoral degree. These standards will help to ensure that
students, no matter their first language, are prepared for the professional and academic
hurdles in their future.
Implication 3: Universities Incorporate Doctoral Support Centers to Provide
Academic and Socio-Emotional Support
Non-profit universities must incorporate dedicated Doctoral Support Centers (i.e.,
DSC) that provide academic and socio-emotional support to students. These centers
provide a variety of support that is tailored to the experiences of doctoral students. The
success of a DSC model is explained the work of West et al. (2011) who explained that
the role of the DSC is to implement strategies of success for doctoral candidates. For
example, this may include partnering current students with individuals who understand,
empathize, and have gone through their own doctoral journey. The DSC model is
purposeful in that the interconnected web of supports to doctoral students ensures that
there is guidance and mentorship throughout the dissertation journey. For nonnative
English-speaking students, the task of completing a doctoral degree can be daunting (as
cited in this study); however, the incorporation of a DSC model may help doctoral
students to identify an accountability partner that is willing to work with them through
the dissertation writing process.
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Implication 4: Doctoral Students Dedicate Weekly Time to Check-In with Support
Network
Doctoral students must intentionally dedicate two to four hours each week to
check-in with members of their support network. This effort may include communicating
with close colleagues, friends, or family. By deliberately seeking advice, mentorship, or
guidance from their support community, students can take a proactive approach to
maintain relationships through the program. It is clear that the impact of a personal
support network is critical to students’ doctoral journey. A lack of support may be
difficult for students to endure, so there is ample reason to forge relationships with
diversified community groups.
Implication 5: Universities Partner with Local Mental Health Agencies to Provide
Wellness Opportunities as Needed
Non-profit universities must partner with local mental health agencies to provide
wellness opportunities for students as needed. Many students may feel unprepared for the
academic level and rigor of a doctoral program. These unsuspecting feelings may give
rise to what has been described as fear, anxiety, or apprehension. Local health agencies
can introduce resources to aid in socio-emotional contexts. Other studies have considered
the role of mental health for doctoral students as well. Sverdlik et al. (2018) explained
that mental and psychological factors can directly impact doctoral students’ academic
work, specifically motivation, writing skills, self-regulatory strategies, and identity. By
partnering with local mental health agencies, universities can take proactive steps to
ensure that students feel both mentally and emotionally supported during this
undertaking.
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Implication 6: Financial Aid Departments at Universities Intentionally Explore and
Connect ML Students with Appropriate Scholarships and Grants
Financial aid departments must partner with state and local governments to
provide financial aid and funding opportunities for students. Although there may be a
variety of scholarships and grants offered for undergraduate programs, participants
shared that there were fewer options available to pay for graduate school. The need to call
upon financial aid departments to provide better funding for minority groups in doctoral
programs is highlighted in other studies as well. Maher et al. (2004) concluded that
doctoral programs have a duty to provide an equitable environment for students as they
come up against challenges as part of the doctoral journey. Research also shows that
doctoral students who must rely on their personal earnings to fund their journey may take
longer to complete their degrees compared to those with “significant financial assistance”
(Maher, 2004). By providing more diversified financial aid options through state and
local pathways, multilingual doctoral students will have a better chance at meeting the
financial demands that accompany the indirect and direct costs of the program. This
effort may involve reaching out to the United States Department of Education for vision
and recognition of multilingual, nonnative English-speaking financial opportunities.
Implication 7: Doctoral Programs Partner with the Alumni Association to Provide a
Mentoring Network
Doctoral programs must partner with the alumni association in order to provide a
streamlined approach for connecting current doctoral students with alumni. Although
participants gained insight from individuals who were concurrently completing a doctoral
degree, the ideal situation is to connect students with alumni who graduated from the
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same university. This approach ensures that the pacing, rigor, and design of the program
is consistent between what is being shared. Again, the goal of connecting current students
with alumni is to provide a space where questions can be asked through open dialogue.
Doctoral programs can take a proactive approach by encouraging current students to
access resources provided through a partnership with the university’s alumni association.
Implication 8: Doctoral Faculty offer Biannual ABD Symposiums on Dissertation
Norms
Doctoral faculty must offer biannual all-but-dissertation (i.e., ABD) symposiums
that cover the expected and continued norms for the dissertation writing process. This is a
formal measure to ensure that dissertation chairs, supporting faculty, and cohort mentors
are given a platform to connect and establish expectations with their students. Providing
explicit guidance and direction is critical to the success of nonnative English-speaking
doctoral students. This implication is echoed in other studies as well. Dong (1998)
concluded that nonnative students were unaware of the writing resources available to
them, and their advisors were unaware of the challenges of their nonnative advisees. This
study called for university practitioners to work together to help provide transparent,
equitable writing support to students. This implication may be considered part of the
Doctoral Support Center.
Implication 9: Doctoral Programs Consider Additional Funding for Experienced
Doctoral Tutors, Editors, and Coaches
Doctoral programs must consider additional funding for experienced doctoral
tutors, editors, and coaches for doctoral students. Students’ access to varied and
diversified writing feedback is critical to the successful completion of their dissertations.
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By taking a proactive stance and by filling these positions, universities can ensure that
nonnative English-speaking students have equitable support and access to the tools
necessary to complete the dissertation and doctoral program. Other studies insinuate the
importance of diversifying feedback for doctoral students. East et al. (2012) stated that
feedback is central to students’ learning, so some nonnative students might experience
challenges in receiving feedback from one source. Feedback systems from this study
included written feedback followed by face-to-face meetings, largely oral feedback and
largely written feedback. In having provosts fund a variety of feedback sources,
universities can ensure that multilingual students do not fall into this trap. The indirect
and direct costs of the program may be a challenge to multilingual students, so this is one
solution to ensuring that students are supported through their diverse and individualized
needs.
Implication 10: Cohort Mentors Incorporate Mindful Affirmations and Reflective
Practices
Cohort mentors must incorporate mindful affirmation and reflective practices into
their work with multilingual doctoral students. The unique role of the cohort mentor is
unlike any other university practitioner in that their work with doctoral students follows
them through the entire program. Part of this dedication means having conversations with
students about the driving factors that brought them to a doctoral program and what it
might take for them to succeed. Other studies have considered the mental health and
motivation for doctoral students as well. Wiegerová (2016) explained that it is “one’s
own desire that plays a key role when choosing to become a doctoral student; both desire
and motivation are closely linked to satisfying one’s needs” (p. 130). Thus, it makes
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sense that doctoral students are encouraged to frequently reflect on their motivation for
undertaking what can be thought of as an arduous yet rewarding journey.
Implication 11: Community Members Must Accommodate ML Students’ Doctoral
Commitments and Schedules
Personal community members must be flexible with doctoral students’
commitments. This means that workplace colleagues, friends, and family should strive to
make accommodations for doctoral students’ often inundated schedules. Between
coursework, research, and the dissertation, nonnative English-speaking doctoral students
specifically may experience challenges balancing competing priorities. Thus, the role of
the personal network is to shared responsibilities and practice open communication with
doctoral students. In a study considering doctoral students’ work-life balance, Martinez et
al. (2013) recommended more flexibility be provided to doctoral students to assist them
in navigating their complex schedules. Dually, the creation of self-rules to organize for
the doctoral program can only be successful if students’ community members are willing
to make personal accommodations to ensure the success of the student.
Implication 12: Office of Equity and Inclusion Offers Quarterly Symposiums on the
Intersections of Multilingualism, Spirituality, and Culture
The Office of Equity and Inclusion (i.e., OEI) must offer quarterly symposiums to
doctoral students. These sessions would introduce a variety of topics including the
intersections of multilingualism, spirituality, and culture. The OEI would be able to
create a space for doctoral students safely reflect on the role of spirituality and faith or
non-faith-based support in their lives. In a study considering spiritual support in the lives
of doctoral students, Tickal (2016) explained that doctoral students used internal support
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such as prayers or external support such as from bible verses. If the OEI presented these
topics, it might benefit doctoral students who might not have heard of these practices.
This would also be an opportunity for students to be exposed to different cultures and
practices which may benefit them if they are seeking counsel on their doctoral journey.
Implication 13: Board of Trustees to Create a Task Force to Review the University’s
Mission and Vision Statements to Reflect Diversity and Inclusivity
This implication for action is not connected to a specific finding or conclusion.
However, it does reflect the overall general observations of the data in this study. The
Board of Trustees must consider creating a task force to review the mission and vision of
the university. This review could lead to a potential updating of the mission and vision to
reflect diversity and inclusiveness. This revision would potentially revise the mission and
vision to be more inclusive of all students, including multilingual, nonnative Englishspeaking students. It is likely that these items need to be modernized to reflect the diverse
demographics of students at the university.
Implication 14: Doctoral Programs Consider Additional Funding for Dissertation
Chairs Who Work Beyond the Limits of Normal Dissertation Compensation
Doctoral programs must consider additional funds for dissertation chairs working
with multilingual, nonnative English-speaking doctoral students. Dissertation chairs are
expected to work with students toward the completion of their dissertations; however,
this process can be lengthened as multilingual students may require additional and
individualized support (i.e., from an editor, mentor, coach). Multilingual students may
also experience difficulties during dissertation writing because this can be an isolating
process by nature. By approving an additional stipend for experienced dissertation chairs,
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doctoral programs can ensure that multilingual students are receiving equitable support
while incentivizing dedicated faculty for their time and energy.
Recommendations for Further Research
This study explored the lived experiences of multilingual doctoral students in the
areas of personal and academic barriers and supports at a private, non-profit university.
Based on the findings of this study, the researcher recommends further research in the
following areas:
Recommendation 1: Replicate this Study in Public Universities to See if the Data in
this Study are Shared in Other Sectors of Higher Education
This study was limited to private, non-profit universities, it is recommended that
this study be replicated in public universities to see if the data that is presented in this
study is shared in other sectors of higher education. This recommendation is necessary to
understand to what degree multilingual students leverage personal and academic supports
in various higher education settings.
Recommendation 2: Replicate this Study to Identify the Personal and Academic
Barriers and Supports for ML Students in a Master’s Program
This study was limited to doctoral students, it is recommended that this study be
replicated to identify the personal and academic barriers and supports for multilingual
students in a master’s program. This recommendation is necessary to determine if the
personal and academic barriers and supports doctoral students experienced are similar to
students in other levels of graduate schooling. These findings could ultimately impact the
ways through which university practitioners provide support to multilingual, nonnative
English-speaking students.
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Recommendation 3: Conduct a Phenomenological Study Identifying and Describing
the Personal and Academic Experiences of 15 Dissertation Chairs of ML Students
Conduct a phenomenological study identifying and describing the personal and
academic experiences of 15 dissertation chairs of multilingual students in a doctoral
program. This recommendation is necessary to understand how chairs interpret their role
in supporting nonnative English-speaking students through the doctoral journey.
Recommendation 4: Conduct a Quantitate Study Considering the Hours of Personal
and Academic Support ML Students Leveraged in their Dissertation Journeys
Conduct a quantitative study which considers the hours of personal and academic
support multilingual students leveraged over the course of their dissertation journeys.
This recommendation is necessary to understand the extent to which nonnative Englishspeaking students seek support both in and out of the doctoral program.
Recommendation 5: Conduct a Qualitative Study Investigating how Comfortable
ML Students are with Writing in a Fully Distance Doctoral Program
One of the major findings from this study was that frequent access to writing tools
helps students with their dissertations. It is recommended that a future qualitative study
investigate how comfortable nonnative English-speaking students were with writing in a
fully distance doctoral program. This recommendation is necessary to understand how
much face-to-face support is needed to support multilingual students during the doctoral
journey.
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Recommendation 6: Conduct a Study Focusing on ABD Students who Chose to
Discontinue or Withdraw from a Doctoral Program
This study was limited to students who have successfully graduated from a Doctor
of Education program, it is recommended that a future study focus on ABD students who
chose to discontinue or withdraw from the program. This recommendation is necessary to
understand why multilingual students chose to leave the doctoral program. This
recommendation could also shed light on how students could have been better supported
at the onset of the program.
Recommendation 7: Replicate this Study to Identify the Personal and Academic
Barriers and Supports for Monolingual, Native English-Speaking Students in a
Doctoral Program
Conduct a phenomenological study identifying and describing the personal and
academic barriers and supports for monolingual students in a doctoral program at a
private, non-profit university. This recommendation is necessary to not only understand
the lived experiences of native English-speaking students, but a future study could be
used to juxtapose findings from this study.
Recommendation 8: Conduct a Delphi Study Interviewing University Practitioners
who Possess In-Depth Knowledge of ML Students’ Experiences in the Doctoral
Program
Conduct a Delphi study by interviewing university practitioners who possess indepth knowledge on the experiences of multilingual students in the doctoral program.
This recommendation is necessary to build group consensus on the complex phenomenon
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of the experiences of nonnative English-speaking students pursuing a doctoral degree in
program conducted in English.
Recommendation 9: Conduct a Study Considering Mission and Vision Alignment as
it Relates to Diversity and Inclusivity
Conduct a study considering mission and vision alignment as it relates to diversity
and inclusivity, in an attempt to identify exemplar universities that serve multilingual
students. The goal is to first identify exemplar universities that have a high graduation
rate of multilingual students. Once identified, the study will investigate the alignment of
the pipeline from 1) mission and vision, 2) marketing, 3) recruiting, 4) admissions, 5)
advising and 6) servicing multilingual students. The study targets alignment in an attempt
to investigate the alignment of the mission and vision throughout the process.
Concluding Remarks and Reflections
My brothers and I were born and raised in the United States. Our parents
immigrated from Pakistan in the hopes of creating better opportunities for themselves and
for their children. My parents are both multilingual and nonnative English speakers. I
grew up witnessing a blend of cultures, languages, and identities in my home, and these
details inspired me to pursue an education and career path which focused on both writing
and language. Naturally, much of my professional experience involved teaching and
advocating for multilingual and nonnative English speakers across the globe. Looking to
this research, I am grateful that my education led me to conduct a study examining the
lived experiences of nonnative English-speaking students who also chose to pursue their
doctoral degree.
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Through recent years, higher education has taken steps to admit larger numbers of
nonnative English-speaking students into graduate programs. Although these strides
reflect a diversified student body, there are additional factors that need to be considered
when developing appropriate supports. Multilingual students are already marginalized in
their academic and professional opportunities. They truly need a comprehensive support
network which includes providing equitable and individualized support, guidance, and
mentorship. Based on my experience interviewing 15 multilingual alumni, it is apparent
that the few participants who actually succeeded in academia have exceptional support
despite the fact that many do not.
Although participants of this study were successful in their endeavor, it would be
irresponsible to consider them the norm. These individuals experienced personal and
academic barriers but were able to overcome these challenges on account of access to
individualized as well as community-based understanding and support. It is a great thing
that participants in this study were able to overcome and achieve. However, it should be
noted that this may not be typical in the experiences of other nonnative English speakers.
Participants who were successful in the doctoral program described having to make
notable sacrifices in order to make progress. Competing priorities and the presence of
personal challenges are to be expected in the pursuit of a doctoral degree, but the unique
difficulties that participants described may be unbeknown to monolingual, native
English-speaking counterparts. Part of the challenges nonnative English-speaking
students face are impacted by their native languages or home cultures. Moreover, these
named barriers represent students’ unique identities. It is not the responsibility of the
student to jeopardize their identity in order to accomplish an academic goal. Nonnative
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English-speaking students should not have to compromise aspects of their complete
selves in order to succeed in an institution that readily admitted them.
My hope is that the ideas presented in this dissertation will encourage and inspire
those who have the power to make change. It is my wish that institutions of higher
education, university practitioners, researchers, and members of personal communities
would do better to provide equitable, individualized support to and for multilingual,
nonnative English-speaking students. I end with the adage: just because something has
always been done a certain way does not necessarily mean it’s the best way, or the
correct way.” –Joe Camp
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Appendix B
Interview Protocol
Interview Date:
Cohort Participation Year:
Interviewee Pseudonym:
Introduction
My name is John Pervez, and I am a doctoral candidate at Brandman University in the
area of Organizational Leadership. I am currently conducting my dissertation research on
multilingual support in doctorate programs. I am interested in learning about how
individuals like you leveraged personal and academic support to successfully complete
doctoral coursework and your dissertation study. More specifically, I am interested in
finding out a) if the support you accessed created a sense of shared responsibility and
commitment, b) if there was support that was available but that you did not access, and c)
if there was effective communication between you and your support structures (e.g.,
people and programs). Also, what did this communication look like.
I want to thank you for agreeing to participate in this interview and for sharing your
insights. I believe what you will share will be beneficial to other nonnative Englishspeaking students in higher education. I hope to conduct 15 interviews with doctors like
yourself. The information you share, along with the others, will hopefully provide a clear
picture of how you were able to be so successful in the doctorate program.
Informed Consent
I want to remind you any information that is obtained in connection to this study will
remain confidential. All of the data will be reported without reference to any individual(s)
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or any other identifier(s). For ease of our discussion and accuracy, I will record our
conversation as indicated in the Informed Consent sent to you via email. I will have the
recording transcribed to a Word document and will send it to you via electronic mail so
that you can check to make sure that I have accurately captured your thoughts and ideas.
The digital recording will be erased following review and approval of the transcription.
1) Did you receive the Informed Consent and Bill of Rights I sent via email?
2) Do you have any questions, or do you need clarification about either document? If
so, would you be so kind as to sign the hard copy of the IRB requirements for me
to collect?
We have scheduled an hour for the interview. At any point during the interview, you may
ask that I skip a particular question or stop the conversation altogether.
1) Do you have any questions before we begin? Okay, we will now get started, and
again, thank you for your time.
Interview Questions
Thank you for agreeing to participate in this study. Your contributions to this
research will shed light on how we consider equitable support for other students wanting
to pursue a doctorate degree. Before we get into the interview questions, I want to
congratulate you on this tremendous accomplishment. Obtaining a doctorate degree has
often been described as the hardest thing imaginable, so kudos to you for surpassing
whatever challenges you may have faced, if you faced any, in completing coursework or
your dissertation. The questions I am going to ask will require you to reflect on the
barriers and supports you accessed during the program. First, I want to explain the order
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of questions by providing examples of possible responses. I also have a few short
questions to gain an understanding of your context.
Domain 1: Rules. The implicit or explicit expectations and norms that you are required
to follow in social and school environments. These rules can include policies or
expectations you experienced. For example, a 30-minute tutoring session can be thought
of as a rule. A rule can also include constraints, barriers, or support given by family
members. For this study, rules would have provided barriers or support to you as you
completed coursework or the dissertation.
1) What rules, implied or explicit, spoken or unspoken, personal or institutional,
were barriers to completing coursework and the dissertation?
2) Thinking about the rules you just mentioned as barriers, what support systems,
either internally or externally, personally or academically, did you use to address
these?
Domain 2: Community. The specific social structures which you are part of and
function within. For example, a strong group of friends can be thought of as a
community. A community can also include support given by church or family members,
or even cohort peers. For this study, a community would have provided barriers or
support to you by taking ownership or responsibility for ensuring that you completed
coursework or the dissertation.
1) What groups, inside and outside of school, did you experience being a barrier to
the successful completion of coursework and the dissertation?
2) When considering community barriers, what support systems, either internally or
externally, did you use to address these?
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Domain 3: Division of Labor. The hierarchical group of individuals within the social or
education organizations that are responsible for executing different tasks. Unlike
community, which is more specific, the division of labor would include larger groups.
For example, a church congregation, tutoring center, and dissertation writing club. In
this setting, we understand that each of these groups provided barriers or support to you
as you completed coursework or the dissertation.
1) When considering different groups or individuals within your personal
affiliations, what groups and/or individuals did you experience as being a barrier,
either internally or externally, in the successful completion of coursework and the
dissertation?
2) When considering different groups or individuals within your educational
organization, what groups did you experience as being a support system, either
internally or externally, in the successful completion of coursework and the
dissertation?
Domain 4: Tools. Also known as artifacts or instruments, tools are anything internal or
external used by you to assist in successfully completing coursework or the dissertation.
These can also be thought of as proof of your personal or academic support. For
example, personal support might include a text message of guidance from someone who
completed the program before you. An email from a writing tutor might showcase how
academic support impacted your ability to complete coursework and the dissertation.
1) What tools, both concrete and non-cognitive, did you experience as being a
barrier to the successful completion of coursework and the dissertation?
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2) When thinking about the tools that were barriers, what support systems, either
internally or externally, personal or academic, did you use to address these?
Conclusion:
1) Please share any other barriers not addressed above that you experienced while
working to complete coursework and the dissertation as part of your doctorate
program.
2) When thinking about these barriers, what personal or academic support systems
did you use to address these?
3) Lastly, I am interested in collecting artifacts that support your experience as well
as evidence of the supports that you took. For example, vision statements,
meeting agendas, family and friend text messages or emails, to name a few.
Please share with me some examples of artifacts that you feel comfortable sharing
and that help support your experience.
This concludes our interview. Thank you again for taking time to participate in my study.
I will send you the transcription of this interview within the next week via email.

Can you confirm the best confidential email to send the transcript to? If you have any
corrections or additions, feel free to send them to me. I will let you know when I have
completed my research and would be happy to send you a copy of the final study. Again,
thank you so much for taking the time to participate in my research.

Possible probes that can be added to any question for clarification:
1. “Would you expand upon that a bit?”
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2. “Do you have more to add?”
3. “What did you mean by ....”
4. “Why do think that was the case?”
5. “Could you please tell me more about.... “
6. “Can you give me an example of ....”
7. “Why did you choose to...?”
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Brandman University IRB Approval
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APPENDIX D
Informational Letter
Date

Dear (Study Participant):

My name is John Pervez, and I am a doctoral candidate at Brandman University in the
area of Organizational Leadership. I am also a staff member at Brandman University. I
am the Program Manager of the Online Writing and Math Center, and also a corporate
trainer for BU Extended Education. I manage a staff of 12 and am responsible for all
writing and math tutoring support provided to credential, bachelor, masters, and doctoral
students throughout the Brandman University system. My research interest focuses on
how multilingual students leverage support to be successful at the highest level of
schooling. More specifically, I would like to understand the experiences that nonnative
English-speaking Doctor of Education alumni had while accessing personal and academic
support throughout coursework and the dissertation.
I am asking for your assistance in the study by participating in an interview which will
take from 45 – 60 minutes and will be set up at a time that is convenient for you. If you
agree to participate in an interview, please be assured that it will be completely
confidential. No names will be attached to any notes or records from the interview. All
information will remain in locked files accessible only to the researcher. No other person
from the university will have access to the interview information. You will be free to stop
the interview and withdraw from the study at any time.
If you have any questions, please do not hesitate to contact me at
jpervez@brandman.edu, or 626-664-1203.

Sincerely,

John Pervez
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APPENDIX E

BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in an experiment,
or who is requested to consent on behalf of another, has the following rights:
1.

To be told what the study is attempting to discover.

2. To be told what will happen in the study and whether any of the procedures,
drugs or devices are different from what would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the things that may
happen to him/her.
4. To be told if he/she can expect any benefit from participating and, if so, what the
benefits might be.
5. To be told what other choices he/she has and how they may be better or worse
than being in the study.
6.

To be allowed to ask any questions concerning the study both before agreeing to
be involved and during the course of the study.

7.

To be told what sort of medical treatment is available if any complications arise.

8. To refuse to participate at all before or after the study is started without any
adverse effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she wishes to agree to
be in the study.
If at any time you have questions regarding a research study, you should ask the
researchers to answer them. You also may contact the Brandman University
Institutional Review Board, which is concerned with the protection of volunteers in
research projects. The Brandman University Institutional Review Board may be
contacted either by telephoning the Office of Academic Affairs at (949) 341-9937 or by
writing to the Vice Chancellor of Academic Affairs, Brandman University, 16355 Laguna
Canyon Road, Irvine, CA, 92618.

Brandman University IRB

Adopted
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November 2013

APPENDIX F
Informed Consent Form
INFORMATION ABOUT: A Glimpse into the Multilingual Experience: A
Phenomenological Study on How Nonnative English-Speaking Students Leverage
Personal and Academic Support in Completing the Doctoral Journey
RESPONSIBLE INVESTIGATOR: John Pervez, MA
PURPOSE OF STUDY: You are being asked to participate in a research study conducted
by John Pervez, MA, a doctoral candidate from the School of Education at Brandman
University. The purpose of this phenomenological study is to use Activity Theory to
identify and describe the personal and academic supports of multilingual doctoral alumni
at a private, non-profit university in California. By investigating both personal and
academic support in higher education, the data can potentially delve deeper into the
various types of experiences of nonnative English-speaking doctoral students. Unseen in
previous studies, data may reveal that there are rich support networks available to
multilingual students as they strive to complete doctoral coursework and the dissertation.
By focusing on the lived experiences of multilingual doctoral students, findings from this
study can significantly highlight some common practices in private, non-profit higher
education in the area of fortifying personal and academic support.
By participating in this study, I agree to participate in an individual interview. The
interview will last approximately 45 – 60 minutes and will be conducted over Zoom.
Completion of the virtual interview will take place November 2021 through December
2021.
I understand that:
There are minimal risks associated with participating in this research. I understand that
the Investigator will protect my confidentiality by keeping the identifying codes and
research materials in a locked file drawer that is available only to the researcher.
I understand that the interview will be audio recorded. The recordings will be available
only to the researcher and the professional transcriptionist. The audio recordings will be
used to capture the interview dialogue and to ensure the accuracy of the information
collected during the interview. All information will be identifier-redacted, and my
confidentiality will be maintained. Upon completion of the study, all recordings will be
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destroyed. All other data and consents will be securely stored for three years after
completion of data collection and confidentiality shredded or fully deleted.
The possible benefit of this study to me is that my input may help add to the research
regarding the personal and academic support systems available to multilingual doctoral
students in private, non-profit higher education. I understand that I will not be
compensated for my participation.
If you have any questions or concerns about the research, please feel free to contact John
Pervez jpervez@brandman.edu or by phone at 626-664-1203; or Dr. Jeffrey Lee
(Dissertation Chair) at jlee1@brandman.edu.
My participation in this research study is voluntary. I may decide to not participate in the
study, and I can withdraw at any time. I can also decide not to answer particular questions
during the interview if I so choose. I understand that I may refuse to participate or may
withdraw from this study at any time without negative consequences. Also, the
Investigator may stop the study at any time.
No information that identifies me will be released without my separate consent and that
all identifiable information will be protected to the limits allowed by law. If the study
design or the use of the data is to be changed, I will be so informed and my consent
reobtained. I understand that if I have any questions, comments, or concerns about the
study or the informed consent process, I may write or call the Office of the Vice
Chancellor or Academic Affairs, Brandman University, at 16355 Laguna Canyon Rd,
Irvine, CA 92618; 949-341-7641.
I acknowledge that I have received a copy of this form and the “Research Participant’s
Bill of Rights.” I have read the above and understand it and hereby consent to the
procedure set forth.
____________________________________
Signature of Participant or Responsible Party
____________________________________
Signature of Principal Investigator

____________________________________
Date
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Protecting Human Research Participants
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APPENDIX H
Email to Sponsor
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APPENDIX I
Endorsement Email from Sponsor
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